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ABSTRACT 
 
 This study investigated Taiwanese university VWXGHQWV¶ and 
teachers¶ perceptions of foreign language anxiety in the English as a 
foreign language (EFL) classroom. The main aims were: (a) to identify 
the situations, sources, effects of, and coping tactics for the anxiety of 
Taiwanese tertiary students and (b) to examine tertiary English 
teDFKHUV¶SHUFHSWLRQVRIWKHLUVWXGHQWV¶DQ[LHW\DQGhow they deal with 
it. An anxiety scale, the ELCAS, was first administered to English 
major and non-English major students to identify the ten most 
anxious students in each group for individual semi-structured 
interviews. English majors¶ teachers and those of non-English majors 
also had semi-structured interviews. The students¶ degree of anxiety 
was statistically analyzed and revealed by IBM SPSS 20. The interview 
data from students and teachers were transcribed verbatim, coded, 
categorized, and then thematized in order to obtain the patterns of 
their perceptions on the issues. The summarized findings are: 
z The English major and non-major students were similar to each 
other in the situations, effects of, and coping strategies for anxiety, 
except for the sources of their anxiety. 
z The students reported a number of strategies, but most of these 
only helped them cope with individual anxious situations, not the 
root causes of their anxiety. 
z The English majors and their teachers had similar perceptions of 
anxiety in class although the latter revealed less specific 
situations than the former.  
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z The similarity was also quite high between the non-majors¶ and 
their teachers¶ perceptions of their anxiety. These teachers also 
reported relatively broader contexts than their students.  
z Both groups of teachers employed quite diverse strategies for 
reducing students¶ anxiety. Their tactics demonstrated their 
attempts to address problems at their sources. 
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CHAPTER 1 INTRODUCTION: CONTEXTS AND QUESTIONS 
 
µEmotions occur in response to events in the world and 
keep our brains focused on critical information, from 
the threat of physical harm to social opportunities. 
Emotions motivate us to shape our behaviors to gain 
what we desire and avoid what we fear¶ (Aamodt and 
Wang 2008: 100). 
 
1.0 Introduction 
The meaning of anxiety given by the Cambridge online dictionary 
contains three key words²µXQFRPIRUWDEOH¶µQHUYRXVQHVV¶DQGµZRUU\¶
which appear to indicate the negative features of anxiety. Anxiety 
itself, based on different situations, has been categorized into three 
different types²µWUDLW¶, µstate¶, and µsituation-specific¶ (Horwitz et al. 
2010: 96). Situation-specific anxiety is the one to which anxiety 
specific to language learning (language anxiety) belongs. That is, 
people feel anxious only when in the context of second/foreign 
language learning (MacIntyre 1999: 27). The reasons for language 
anxiety happening can range from personal matters to the 
surroundings, but one obvious cause is that learners may have 
difficulty fully expressing themselves properly in a non-native 
language (Horwitz et al. 1986: 128). Most studies on language anxiety 
have demonstrated its negative impacts on the language learning 
process and achievement (MacIntyre and Gregersen 2012: 103). 
Nevertheless, it is also true that language anxiety could play a 
facilitating role in learning, depending on the degree it is experienced 
DQGLQGLYLGXDOV¶GHILQLWLRQVRI LWVIDFLOLWDWLRQDQGGHELOLWDWLRQ (Scovel 
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1991: 22). From the above, anxiety clearly has different facets when 
it comes to second/foreign language learning. Despite its influential 
characteristics in the context of language learningVXFFHVVIXOOHDUQHUV¶
deeds were the focus of attention when researchers of second 
language acquisition (SLA) started to shift their attention to individual 
differences between language learners.  
Scholars in SLA have found since the 1970s that there are always 
some students who can learn a language well no matter how they are 
taught in class. Therefore, the research focus in SLA has switched to 
emphasizing individual learner differences since then (Brown 2000: 
123). Discussions of individual differences have been focused on 
aspects, such as learner beliefs, strategy selection and use, 
motivation, etc. Early research in the 1970s (Rubin 1975, Stern 1975, 
Naiman et al.  DWWHPSWHG WR ORRN IRU WKH FOXHV WR EHLQJ µD
JRRGVXFFHVVIXO ODQJXDJH OHDUQHU¶ E\H[SORULQJ OHDUQHUGLIIHUHQFHV
They then tried to generalize the learning patterns/features of 
successful learners and suggested that those who were poor at 
learning a language might take those as references when learning. 
Arguably speaking, whether an individual difference is good or bad 
largely depends on its perceived effectiveness or helpfulness for an 
individual¶s learning. 
 The research into individual differences is, in fact, quite dynamic. 
In particular, there are many studies looking at learner strategies or 
motivations, which are associated more with µZKDWKHOSV OHDUQLQJ¶ 
With its negative connotations, language learning anxiety is, however, 
relatively less focused on. One reason may be related to the late 
 3 
 
emergence of a definition of anxiety specific to language learning. 
Horwitz et al. (1986) could be the first to justify the importance of 
anxiety in the field of SLA. They not only defined and conceptualized 
language anxiety, but also developed a language anxiety-specific 
questionnaire to examine learners¶ degrees of anxiety and its effects 
on their language attainment. Furthermore, Young (1991a) listed six 
major sources of language anxiety, which will be discussed in detail in 
the chapter of literature review. Following from the discussion of the 
sources, situations, and effects, researchers have only recently begun 
to probe into the ways in which learners cope with the feelings of 
anxiety in class. Moreover, there are even researchers, but still few, 
ORRNLQJLQWRWHDFKHUV¶perspectives of OHDUQHUV¶DQ[LHW\in learning a 
foreign/second language. Nevertheless, more discussion of the latter 
two topics is still needed to develop a better understanding of it.  
 According to my search for language anxiety literature, I have 
found that most studies are written by western scholars and 
conducted in a quantitative way. In Taiwan, there seems to be 
relatively little research dealing with the issue of anxiety about 
language learning. Even though there is some work in this area, most 
of the subjects are students in primary or secondary schools rather 
than at universities (Kao and Craigie 2010: 50). Moreover, FLA related 
studies have been used to focus on one or two aspects of anxiety and 
therefore only give partial knowledge of it. Except for comparisons of 
anxiety levels, there is seemingly no research comparing and 
contrasting the perceptions of the various dimensions of anxiety of 
two different groups of people, e.g. English majors vs. non-majors or 
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students vs. teachers, as in the present study. In addition, since FLA 
literature has maintained its focus on learners, teachers¶ experiences 
of learner anxiety are scarcely researched, much less how they 
address the problem. Thus, the purpose of the study proposed here is 
to depict a thorough picture of Taiwanese tertiary VWXGHQWV¶ IRUHLJQ
language anxiety in the context of the English (as a foreign language) 
classroom from both VWXGHQWV¶DQGWHDFKHUV¶SHUFHSWLRQV7KHVSHFLILF
aims in this study are (a) to identify the situations, sources, effects of, 
and coping tactics for the language anxiety of Taiwanese tertiary 
students and (b) to examine tertiary WHDFKHUV¶SHUFHSWLRQVRI WKHLU
VWXGHQWV¶DQ[LHW\DQGWKHZD\VLQZKLFKWKH\GHDOZLWKLWIn line with 
the purpose and aims of this project, five research questions are 
proposed as follows: 
1. When do Taiwanese tertiary students of English major and 
non-major feel anxious in their English class? 
2. What are the sources of anxiety of the students in question? 
3. What effect does feeling anxious have on the students in 
question? 
4. How do the students cope with feelings of anxiety? 
5. To what extent are teacKHUVDZDUHRIVWXGHQWV¶DQ[LHW\ and how 
do they deal with it? 
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1.1 English language education in Taiwan 
 The possession of English ability has been emphasized in almost 
every walk of life in Taiwan, especially study and work (Chen and 
Hsieh 2011: 71). For instance, applicants to a XQLYHUVLW\¶V non-English 
departments may be required to provide a certificate of English 
proficiency, or candidates for a non-English related job still need to be 
equipped with a certain level of English. Although English is recognized 
as a foreign language (EFL) in society, this appears to be more 
important than Taiwan¶s domestic languages in a sense. That is, the 
people¶s obsession with and the government¶s emphasis on (learning) 
English remain high, and an individual¶s English proficiency almost 
determines their competitiveness in different aspects of life. Several 
scholars even describe the phenomenon with such terms as µEnglish 
fever¶ (Krashen 2003: 1), µnational obsession¶ (Liu 2002: title), and 
µwhole nation movement¶ (Chern 2002 cited in Chen 2013: 158). This 
may be explained better from the profit generated by the English 
language teaching (ELT) industry in Taiwan. The market intelligence 
center¶s report in 2004 revealed that the ELT industry itself, based on 
the Ministry of Education¶s (MOE) estimations, made 20-25 billion New 
Taiwanese Dollar output value (approximately 42 million GBP) each 
year (Chen and Hsieh 2011: 71). Nevertheless, English learning in 
Taiwan was not officially part of the primary level of education until 
2001.  
 Since martial law was lifted in 1987, the government has carried 
out a series of domestic reforms in the economy and education. 
Taiwan, as an island, always relies heavily on international trade with 
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other countries (Bureau of Foreign Trade 2015). Therefore, the nation 
has been enthusiastically attempting to become a member of different 
international organizations, and become sensitive to the phenomena 
of internationalization and globalization. Chang states that the 
government is fully aware that the English language has become the 
dominant language or a lingua franca in international communications. 
In order to strengthen the competitiveness of the country in the global 
market, enhancing the English proficiency levels of citizens is always 
at the top of the agenda for the State (2006: 3; Chen 2013: 158; Lin 
2003: 2; Lee 2007: 95; Li 2012: 4). Therefore, English courses in 
Taiwan have now been set up at different levels of education from 
primary school to university.  
 The year 2001 was the turning point for Taiwan¶s English 
education because, before then, Taiwanese people, generally speaking, 
started learning English at the age of 13 in junior high school. This 
change is part of the reforms listed in the MOE¶s newly launched 
curriculum for primary and junior high education²µThe Nine-Year 
Integrated Curriculum for Elementary and Junior High Schools¶ (Chern 
2010a: 1; MOE 2008a). With the pressures of globalization and 
citizens¶ expectations, people in Taiwan had been officially required to 
begin their English learning at Grade 5²the age of 11. In 2005, the 
government further lowered the age when English instruction should 
begin to Grade 3 (Chen 2013: 158-9; MOE 2008a). Primary students 
received two hour English lessons every week at most (Lee 2007: 
120). Nevertheless, many cities have not fully followed the policy as 
the local education bureaus have the right to make (moderate) 
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adjustments, i.e. the starting grade and hours of instruction (Chang 
2006: 5; Chern 2010a: 2; Lin 2003: 11). According to Dai (2011: 1), 
more than 75% of primary schools have now implemented English 
instruction from Grade 1 on, and learning hours range between one 
hour and three hours per week (p. 5). As the curriculum involves two 
phases of education, different emphases are put on the development 
of students¶ English ability relative to their respective levels of 
schooling. Nevertheless, the teachers still need to aim at improving 
students¶ four skills of English²listening, speaking, reading, and 
writing²along the journey. Primary school students are specifically 
given training in listening and speaking abilities with reading and 
writing interwoven opportunely. As described by Chang (2006),  
 
In nature, English education in primary schools enhances 
students¶ interest through various kinds of fun activities like 
singing songs, playing games, and telling stories. In the 
aspect of ability cultivation, ideally speaking, the four skills 
[should] be equally emphasized. However, due to the 
constraints of the number of hours for teaching and of 
students in every class, most [of the instructions] can only 
focus on listening and speaking skills (pp. 8-9).  
 
In other words, students at the primary stage are probably more 
skilled in listening and speaking than reading and writing in English.  
Regarding the second phase (Grade 7-9), there are some 
alterations to the curriculum for English as a subject in junior high 
schools although the knowledge learnt in the first phase is regarded as 
the foundation. More precisely, the students need to spend three or 
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four hours learning English every week (Kaohsiung Municipal Jhong 
Jheng High school 2014). The teachers are asked to pay particular 
attention to strengthening students¶ practical abilities: 
 
Apart from the continuation of instruction on the four skills, 
the emphasis is put more specifically on the practical ability 
to use English. [Students] can bring its instrumental function 
into play to absorb new knowledge (MOE 2008a: 1).  
 
However, English education between Grade 7 and 9 has been long 
associated with being test-oriented and memorizing grammar and 
vocabulary. This consequence is believed to result from the high 
school entrance examination. Chang (2006) points out that most 
teachers consider their primary objective in teaching is to help their 
students achieve higher scores in the examination, which, therefore, 
shapes how they carry out their teaching (p. 9). In complete contrast 
to primary English education, students in junior high schools have to 
confront many different kinds and scales of tests and devote 
themselves mostly to reading, learning grammar, and memorizing 
vocabulary (Chang 2006: 9; Chen 2010: 51; Chen 2012: 166; Lee 
2007: 100; Li 2012: 15). These dramatic changes have been claimed 
to cause the students, especially freshmen, problems of adapting to 
new learning requirements and focus (Chang ibid.).  
 After completing junior high school, students can choose to 
attend a 3-year general high school or vocational high school, both of 
which are generally called senior high school. English is still a 
compulsory subject in both schools. Based on the respective 
 9 
 
curriculums from the MOE (2008b; 2009), students in the former have 
four hours of English lessons each week, whereas those in the latter 
have two hours of lessons per week. (One or two hours of elective 
courses may be additionally offered to students to strengthen their 
specific English abilities²either listening and speaking or reading and 
writing.) Aside from the four skills and practical ability, students of 
both schools need to train to acquire the ability of critical thinking in 
the English language. Nonetheless, the real instruction situation here 
is quite similar to or even more serious than that in junior high school 
as the students will be faced with the university entrance examination 
in three years. The results of English subject tests usually play an 
influential role in entering their ideal department and university. Chen 
(2010: 51) vividly describes and comments on this scenario:  
 
It¶s even so in senior high school. About the course, reading 
becomes longer and there is more vocabulary, so teachers¶ 
teaching always embraces grammar instruction and question 
explication. Due to the entrance exam, teachers are afraid 
that if they do not teach these, their students will have 
difficulty answering questions in exams. Students are worried 
that if they do not memorize [grammar and vocabulary], they 
will get lower scores. Consequently, English lessons turn out 
to be a difficult and terrible grammar and vocabulary course. 
 
It is argued that the modes of instruction in junior and senior high 
schools are contributing factors to the alarming situation that English 
competence in Taiwan is relatively inferior to other Asian countries (Li 
2012: 15). 
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 Almost all students will continue to study at a 4-year 
comprehensive or technological university at the age of 18. After they 
attend the university entrance examination(s), over 90% of the 
candidates can be recruited into one of the higher education 
institutions (Lin 2014). Tertiary students in Taiwan still have English 
classes (English for general purposes, EGP) to take as they are 
school-wide required courses (Her et al. 2013: 9). Ability grouping is 
usually applied to English courses at universities in Taiwan (Liu 2008: 
219). Since higher education in Taiwan is academically autonomous, 
there is no curriculum planned by the MOE for it. Therefore, different 
universities have demonstrated quite diverse curriculum plans for 
their courses, such as the course credits awarded, what the course 
covers, and the number of hours of instruction (Chern 2010b: 253; 
Lee 2007: 98). In her investigation of µgeneral English programs at 
universities in Taiwan¶, Chern revealed that English courses alone last 
for at least one year or, at most, four years, and students need to 
spend between two and five hours with EGP every week. Regarding 
the coverage of the course, instead of the reading-translation 
approach of the 1990s,  
 
[the course] has now emphasized the instructions of 
linguistic communication and practical application... 
Individual institutions have also«planned distinctive curricula 
according to students¶ abilities, and included multiple elective 
courses in order to meet students¶ needs for future 
employment and further education (p. 270).  
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Nevertheless, tertiary students have been discovered to have such 
problems like lack of motivation and poor English communicative 
ability. The former is attributed to the fact that course hours decrease 
and there is no pressure from the teachers any more (Chang 2006: 
12). The latter is ascribed to the grammar- and vocabulary-focused 
instructions at high school level (Chen 2010: 55). Li (2012: 19) 
specifically points out the drawbacks of the current system:  
 
The reason for gradual decrease in English proficiency of the 
current tertiary students is mainly that secondary school 
English education has considerably centered on test-oriented 
and grammar instructions. Some schools even give tests 
intensely every day during year 3 rather than enhance 
students¶ English ability via a meaningful instruction of 
³reading, listening, speaking, writing, and WUDQVODWLQJ .´ 
 
These are arguably believed to partly cause Taiwanese students¶ 
anxiety in speaking English in class. Additionally, in order to enhance 
tertiary students¶ English ability, universities were encouraged to 
establish a graduation threshold of English competency for their 
students by the MOE (2004) in the Main-axel Plans on Educational 
Administration (2005-2008). It is estimated that over 90% of the 
universities in Taiwan have now launched the policy (Her et al. 2013; 
Lin 2015). That is, the students have to achieve certain levels of 
English as one requirement for graduation. Because of academic 
autonomy at tertiary level, individual universities have formulated 
distinct benchmarks to be achieved within four years (Chern 2010b: 
253). Departments at each university can set up different standards 
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for their own students. If students are at risk of failing to meet the 
requirement, they will be offered an English remedial course. A pass in 
this course is equal to that of a proficiency test. Furthermore, students 
are allowed to take various types of English proficiency tests 
recognized by their universities to satisfy the demand, i.e. a 
cross-reference of English proficiency equivalents is provided (Her et 
al. 2013: 8). A potential worry is that many English courses at 
universities could turn out to be test-oriented to cope with the MOE¶s 
inspection of teaching achievement and the establishment of the 
graduation threshold (Chern 2010b: 270). 
 
1.2 Chinese culture: the four main elements 
Horwitz stresses the importance of culture in the issue of foreign 
language anxiety (2001: 119) although learners of L2 from different 
countries may share some similar characteristics in learning; culture 
itself, with its changeability, should not be taken as µa universal 
explanation of any learning and communication behavior¶ in the 
classroom (Peng 2014: 31). Nonetheless, as far as my participants are 
concerned, reviewing traditional Chinese/Confucian (learning) culture 
may help me interpret some of their behaviors in the classroom. 
According to Peng (2014), Chinese people, culturally speaking, (1) 
µVKRZUHVSHFWIRUWKHWHDFKHU¶µOHDUQWKURXJKPHPRUL]DWLRQ¶
µKDYHRWKHU-GLUHFWHGVHOI¶DQGµKDYHIDFHFRQFHUQs¶S+HU
explanation of the four aspects is presented and commented on as 
follows. 
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Considering the first indicated by the above Chinese scholar, the 
teacher is seen as an authority and role model for students. S/he is a 
knowledge giver, whereas students are the receivers. Their learning is 
mainly through listening to tKHWHDFKHU¶VOessons attentively. Speaking 
in the class is allowed only when they are permitted to by the teacher 
(2014: 29-30). These phenomena are, however, dying out gradually in 
7DLZDQ¶VKLJKHUHGXFDWLRQ2IFRXUVHWKHVWXGHQWVVWLOOKDYHUHVSHFW
for their teachers, but the former are now more welcome to challenge 
the latter in terms of knowledge. Moreover, instead of listening to the 
lessons passively, students are also encouraged to share their ideas 
and opinions within the sessions. They are also granted the right by 
the institutions to evaluate their WHDFKHUV¶WHDFKLQJTXDOLW\DW the end 
of the course. Generally speaking, many teachers and students 
interact with each other more like friends or relatives nowadays.  
As to the second aspect, Peng points RXWWKDWµOHDUQLQJWKURXJK
memorization, imitation, and repetition rather than interaction is 
DQRWKHUPDUNHGIHDWXUHRIWKH&KLQHVHFXOWXUHRIOHDUQLQJ¶7KLVZD\RI
learning is considered to be unhelpful for L2 acquisition as the 
development of SLA has to involve social interaction (2014: 30). Due 
to the high school and university entrance examinations, Taiwanese 
(English) education in secondary schools is still quite test-oriented. 
Critical thinking ability is, therefore, naturally less emphasized. That is, 
robotic memorization is one of the main strategies used by the 
students to tackle various subjects. Nevertheless, teachers at 
university encourage and train their students to think critically and 
share their thinking. Concerning English courses at university level, 
 14 
 
communicative language teaching, emphasizing communication and 
interaction, is currently the major teaching method employed. With 
the above changes, although the habit of memorization may not be 
completely abandoned, university students seem to try to acquire 
knowledge or skills in manifold ways.  
Additionally, the other-directed self indicates that Chinese people 
normally think from the view of collectivism rather than individualism, 
which is generally believed to be part of western culture. That is, µan 
individual self is incomplete and needs to be understood in relation to 
the other party¶ (Sun 1991 cited in Peng 2014: 30-1). As clearly 
explained by Peng (2014),  
 
other-directed self-construal often makes people inclined to 
endorse solidarity and social belongingness. Keeping a low 
profile is a crucial way to stay unified with the community 
because the philosophy derived from Taoism and 
Confucianism, han su ³EHLQJ UHVHUYHG DQG LPSOLFLW´ DQG
zhong yong ³PRGHVW\´ DUH KRZHYHU LQGLVFHUQLEOH  
SUDFWLFHG LQ VRFLDO OLIH«7KLV FXOWXUDO WUDLW PD\ SUHGLVSRVH
individuals not to be assertive or display vastly different 
communication behavior in class (p. 31). 
 
The above cultural concept is still quite apparent in Taiwanese social 
life, yet people, especially the younger generation, because of the 
influence of globalization, seem to start behaving differently. They are 
more individualistic or self-centered, e.g. their likes and dislikes are 
obvious and they follow their own will in making decisions or taking 
actions. Nevertheless, the attributes of harmony and modesty are 
basically still the norms within a group or a class. Therefore, even 
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though some students are willing to participate in every activity 
voluntarily, such as answering questions, they may not try to do so. As 
one of my teacher interviewees (ET02) said, they are afraid to be 
WKRXJKWRIDV µWHDFKHU¶VSHW¶ LH the self in the Chinese context is 
considered to be µRWKHU-RULHQWHG¶3HQJDQGµGHILQHGE\
WKHVXUURXQGLQJUHODWLRQV¶*DR 
 Lastly, face concern is inherent in both eastern and western 
cultures. However, it seems to be particularly emphasized in Chinese 
social life (Hu et al. 2010; Jones 2004). The term refers to the image 
one presents in public or to the public. More precisely, Gao and 
Ting-7RRP\ GHILQH WKH WHUPDV µDQ LQGLYLGXDO¶V FODLPHG
sense of positive image in a relational DQGQHWZRUN FRQWH[W¶ Peng 
(2014) explains that Chinese people place great importance on face 
protection. They care about not only their behaviors in front of others, 
EXW DOVR RWKHUV¶ LPSUHVVLRQ RI WKHP 'XH WR WKH RWKHU-directed 
self-FRQVWUXDO µQHJDWLYH DWWLWXGHV DQG HYDOXDWLRQV IURP RWKHUV FDQ
LPSLQJHRQRQH¶VIDFHDQGVHOI-HVWHHP¶SQRPDWWHUZKHWKHUKH
or she fails an easy task as a prestigious person or breaks societal 
ethics in a community. Nonetheless, not every situation causes 
concern about face for Chinese. The main situation for considering the 
effects on face LV µZKHQ WKHUH LVXQSOHDVDQWQHZVWREHEURNHQ¶RU
µZKHQDGLIILFXOWPDWWHUPXVWEHGHDOWZLWK¶+XHWDO
There is no doubt that people, including students, would like to 
present a good or positive self-image when with others or their 
counterparts. I believe that embarrassment is one negative state 
which everyone tries to prevent from happening in most situations.  
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1.3 My (psychological) experience in learning EFL 
This section functions as a medium of positioning my role in this 
research. As an experienced EFL learner (and insider), I try to reflect 
on my learning experience and explain my anxiety in the different 
stages of this journey. I also expect this to further enhance other 
OHDUQHUV¶SHUFHSWLRQVRIVHYHUal potential factors which may influence 
their language acquisition. This review is considered to imperceptibly 
influence my approaches and viewpoints in the process of data 
collection and analysis.  
I first learnt English in a supplementary school when in Grade five 
aged 12. At the beginning, I could not see the point of leaning English, 
so I did not put much effort into the English class and assigned 
homework. When my classmates were upgraded to the fourth level, 
my teacher asked me to stay in the same level since my proficiency 
was not high enough to acquire more difficult knowledge. Although my 
parents were angry at me, they tried to tell me that I should be 
attentive to the class as the tuition fees were expensive and acquiring 
English could lead me to a better future. Despite my failure in 
upgrading to another higher level class, aIWHUNQRZLQJP\WHDFKHU¶V
praise for my talent for pronunciation, I felt so encouraged that I 
endeavored to learn English, and finally fell in love with the language. 
Her positive comment did make me realize my own advantage and feel 
a sense of fulfillment and believe that I had the aptitude for learning 
English.  
When in junior high school, I always got the highest score in 
English. I met an excellent English teacher in my second year. She was 
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passionate in her teaching, and quite cared about students. She gave 
students support and encouraged them not to give up English. 
Because of her, I made up my mind to take English more seriously in 
my life. I had felt quite positive in class over those years. 
During senior high school, I was taught by an experienced English 
teacher. She was demanding, but made our learning in class as 
pleasant as possible. She believed that vocabulary and grammar were 
the two key factors which would infOXHQFHDVWXGHQW¶VSHUIRUPDQFHRI
English in the university entrance examination. Therefore, we were 
asked to memorize vocabulary and phrases through the sentences 
provided under them every day. We also had one grammar book which 
provided not only detailed usages of grammar rules, but also exercises 
at the end of every chapter. Apart from this, my teacher often gave us 
additional quizzes to help us acquire grammar. Many classmates were 
annoyed at learning grammar due to its complexity; however, I had a 
great time with it. Grammar, for me, was so interesting that I wanted 
to know more about it.  
Additionally, we subscribed to an English magazine every month 
DQGRQHRUWZRµJUDGHGUHDGHUV¶HYHU\VHPHVWHULQRUGHUWRVWUHQJWKHQ
our reading and writing skills. They were all regarded as the materials 
for our monthly examination. There was no doubt that we had English 
homework every day to foster our sensitivity to English language. 
Although the whole process looked heavy, my English ability, 
especially grammar, was impressively enhanced during these three 
years.  
I also attended English speech contests at school every year. The 
 18 
 
reasons for doing so were to cultivate my confidence on stage and to 
grasp the opportunity to practise English. We were given a topic to 
prepare for our own speech beforehand, but I often felt nervous before 
and during the contest because I was afraid to forget everything I had 
prepared. I tried to calm myself down by drinking water or taking a 
deep breath before my presentation. Nevertheless, I still sometimes 
forgot what I wanted to say in the middle of my speech. I stood there, 
embarrassed, and forced myself to remember the speech content, but 
the action did not seem helpful. At last, what I could do was to rely on 
my remaining memory and my own creativity to finish it. Despite my 
disadvantageous performance, I enjoyed doing this very much as the 
main purpose wDVµWRH[SHULHQFHQRWWRZLQ¶  
After leaving high school, I became an English major student at 
university. People around me were from different backgrounds, and 
even some of them had once lived in an English-speaking country for 
years. Therefore, most of them could speak English fluently. As an 
English major student, I was expected to communicate with people 
and give presentations in English well. Interestingly, most English 
PDMRU VWXGHQWV VHHPHG WR OLNH FRPPHQWLQJ RQ SHRSOH¶V (QJOLVK
pronunciation and fluency. Those with the better sense of English 
grammar usually looked for and corrected SHRSOH¶VJUDPPDWLFDOHUURUV
or mistakes in private. I had to admit that I had done both. 
Nevertheless, what we had done was not to look down upon those who 
had lower English ability. Those reactions appeared to happen 
unconsciously, and we only wanted to make our classmates aware of 
their linguistic drawbacks.  
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Even though I seemed to have better English ability in my class, 
my fluency in speaking was a big problem. I always wanted to speak 
English as fluently and correctly as some other peers. I believed that 
this was what I should have been equipped with, and people around 
would evaluate my performance all the time. However, the more I 
cared about other people¶s judgments about the fluency and the 
correctness of my speech, the more I felt stuck in my speaking. 
Therefore, I would spend some time planning my sentences before 
speaking up. What was worse, I suddenly became quiet sometimes to 
hide my weaknesses and worries about oWKHU SHRSOH¶V potential 
negative evaluations.  
In order to abandon these burdens, I joined the English debating 
society of my university. Despite the fact that my stage fright had 
been gradually healed, I was often too nervous at the podium to 
recognize the noted arguments which my teammates and I developed. 
I thought that the time limit might be one of the causes and another 
was about the ineffective teamwork. Nonetheless, the obvious 
problems were still those mentioned above. I found that those worries 
had disturbed the development of my English speaking ability since I 
did not want to take any risks and only cared about something that 
was not helpful to the completion of my tasks. Thanks to studying in 
the UK, I am now used to speaking or using English in my daily life 
without anxiety.  
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1.4 Significance of the study 
 Learning emotions appear to have been relatively less 
emphasized in SLA although anxiety itself may be the most discussed 
state among them. Based on the purpose and aims, research 
questions, and methodology, this study, therefore, attempts to make 
several contributions to this area of research.  
 First, the qualitative nature of this study helps to increase the 
volume of qualitative research into FLA. That is, the stories collected 
contribute to flavoring the figure-laden literature and improve people¶s 
understanding of the emotion itself.  
 Second, this study does not use the common way of data 
collection in FLA research²questionnaire or experiment. With the 
adoption of interview, my participants became active information 
providers or experience sharers. Consequently, the discussion in this 
research of different aspects of FLA was based on their own true 
experiences or perceptions in class. This can provide a relatively 
accurate, convincing, and vivid interpretation of the FLA related 
issues. 
 Third, as this research examined situations, sources, effects of 
and coping tactics for learner anxiety concurrently, its scope not only 
draws together the different threads of, but also gives a full account of 
FLA. There appears to be no study carried out in this manner. 
Fourth, this study not merely revealed the components, but also 
tried to point out the significant ones of each aspect of anxiety 
investigated. This can provide a more direct, profound insight into the 
heart of the matters of Taiwanese tertiary learners¶ FLA and so 
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students and teachers can deal with these in particular when 
encountering anxiety related issues. 
 Fifth, the findings and discussions in this thesis could play an 
important role in (1) helping tertiary students gain a sound 
understanding of learning anxiety, (2) raising their sensitivity to the 
alteration of their emotions in the language classroom, and (3) 
equipping them with the ability to inspect their own emotional 
difficulties in learning an L2.  
 Sixth, the data collected from both English major and non-major 
students can provide a comprehensive insight into the concerns of 
university students from various disciplines about learning English in 
the formal instruction context. Teachers can then take this study as a 
reference when deciding whether it is necessary to implement 
different teaching approaches for the teaching of English majors as 
opposed to non-English majors. Meanwhile, since a placement system 
was applied to non-majors¶ rather than majors¶ classes, the findings 
can also more or less inform the instructors of what they should pay 
attention to when dealing with either group of students¶ learning 
emotions.  
 Seventh, the coping strategies for anxiety reported can provide 
information regarding university students¶ attitudes towards the 
arousal of anxiety in class and their ability to take effective action to 
address their negative learning emotions. 
Eighth, the involvement of teacher participants in this study can 
also provide an in-depth look at tertiary EFL teachers¶ sensitivity to 
their students¶ emotional needs and the strategies they adopted to 
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deal with the latter¶s anxiety in classroom situations. Part of this study 
tried to examine the claim that there is often a gap between students 
and their teacher in the understanding of the former¶s learning 
concerns. 
 
1.5 Chapter descriptions 
 This thesis is divided into seven chapters. Chapter 1 provides an 
overview of the research study by first discussing individual 
differences research in SLA and identifying foreign language anxiety 
as the specific research topic. The purpose and aims of this study are 
addressed, followed by the five research questions listed above. The 
relevant background information also included brief introductions to 
English language education in Taiwan and the Chinese learning culture 
in general. This chapter then ends with statements of the significance 
of the study. 
Chapter 2 first reviews the literature on general anxiety briefly, 
such as trait and state anxiety. The focus is then placed on foreign 
language anxiety itself. Its conceptualization, opposing arguments, 
sources, and effects are discussed in turn. A discussion of VWXGHQWV¶
coping tactics for DQG WHDFKHUV¶ perspectives of anxiety are also 
included at the end.  
 Chapter 3 starts with an introduction of the research philosophical 
stance of this study. I then discuss the research design adopted, the 
background of my participants (English major and non-major students 
and their teachers), and the research instruments for collecting data 
(questionnaire and semi-structured interview). In addition, the data 
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collection and analysis procedures are explained in detail so that they 
can be replicated. Importantly, the ethical issues encountered are also 
described within the methodology.  
 Chapters 4 and 5 respectively present the findings of the 
interviews which I conducted with students and teachers. I report all 
the themes of each aspect of anxiety and present the significant ones 
in tables. They are then divided into several sections according to the 
four aspects of anxiety: situation, source, effect, and coping strategy. 
Each main section introduces the significant themes, discussing each 
with a figure containing the theme and its sub-themes, quotes from 
interviewees, and commentaries for certain excerpts.  
Chapter 6 discusses and interprets the qualitative research 
findings according to the research questions. Specifically, significant 
themes evolving from each aspect generated from respective groups 
of students¶ and students¶ and teachers¶ interviews are compared to 
discover similarities and any differences to identify and focus on 
matters arising for further discussion. 
Chapter 7, as the final chapter, concludes the whole thesis with a 
summary of the key findings, and then discusses the contributions and 
the limitations of this study. I also suggest some theoretical 
implications for tertiary students and teachers of EFL in Taiwan. Some 
suggestions for future research are also presented.  
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CHAPTER 2 LITTERATURE REVIEW 
 
2.0 Introduction 
 Language anxiety (LA) is a psychological state that may be easily 
ignored by foreign language teachers in a language classroom if the 
PDQLIHVWDWLRQV RI VWXGHQWV¶ DQ[LHW\ DUH QRW µREYLRXV SK\VLFDO
V\PSWRPV¶2KDWD7HDFKHUVDUHOLNHO\WRRQO\IRFus on 
how to motivate or help students to learn a foreign language well. 
However, they may not recognize WKDWVWXGHQWV¶DQ[LHW\OHYHOVDERXW
language learning can play an important role in the learning context in 
terms of their potential negative effects on language learning or 
performance (Gardner et al. 1992; Young 1991b). Due to its 
multidimensional characteristics (Liu and Jackson 2008), the research 
on language anxiety has extended its focus from situations (e.g. 
Horwitz et al. 1986) to sources (e.g. Young 1991a) and effects (e.g. 
MacIntyre and Gardner 1994). More recently, some researchers (e.g. 
Kondo and Yang 2004) have also looked at how students themselves 
cope with their own anxieties about L2 learning. In the meantime, 
WHDFKHUV¶ SHUVSHFWLYHVSHUFHSWLRQV DERXW WKHLU VWXGHQWV¶ ODQJXDJH
DQ[LHWLHVKDYHDOVRGUDZQVFKRODUV¶DWWHQWLRQ HJ2KDWD WR
understand whether teachers recognize that there is an issue and/or 
have offered students any support. In the following sections, such 
issues as situation, source, and effect will be explained in detail to 
present a clear picture of what constitutes language anxiety.  
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2.1 Concepts of anxiety 
 According to Spielberger (1983: 1 µDQ[LHW\ LV WKH VXEMHFWLYH
feeling of tension, apprehension, nervousness, and worry associated 
ZLWKDQDURXVDORIWKHDXWRQRPLFQHUYRXVV\VWHP¶$Q[LHW\JHQHUDOO\
VSHDNLQJGHVFULEHVDKXPDQ¶VZRUU\ about or fear of certain objects 
(in a setting). Specifically, there are three types of anxiety: trait, state, 
and situation-specific anxieties (Horwitz et al. 2010: 96). Anxiety 
associated with a particular situation or context can be further 
categorized as either debilitating or facilitating anxiety.  
Trait anxiety is the SV\FKRORJLFDOVWDWHRIDSHUVRQ¶VDSSUHKHQVLRQ
in any situation. As mentioned by MacIntyre and Gardner (1991a: 87), 
high trait anxiety can make those with it become worried in many 
different situations. 6WDWHDQ[LHW\µLVDEOHQGRIWKHWUDLWDQGVLWXDWLRQDO
DSSURDFKHV¶0DF,QW\UHDQG*DUGQHUDEXWLWVIRFus is on 
the anxiety itself, not WKHVLWXDWLRQ,QSDUWLFXODUµVWDWHDQ[LHW\LVWKH
transient, moment-to-moment experience of anxiety as an emotional 
reaction to WKHFXUUHQWVLWXDWLRQ¶'örnyei 2005: 198), such as before 
giving a performance. As for situation-specific anxiety, anxiety about a 
particular situation is the main concern, e.g. language anxiety in a 
language learning classroom, that is to sayµDSHUVRQPD\EHQHUYRXV
LQ RQH VLWXDWLRQ EXW QRW LQ RWKHUV >DQRWKHU@¶ &KHQ  
Importantly, the concept RI
VLWXDWLRQDQ[LHW\¶FDQEHTXLWHEURDGHJ
µVK\QHVV¶RUQDUURZHJµVWDJHIULJKW¶KHQFHWKHFRQWH[WVKRXOGEH
clearly clarified when conducting research (MacIntyre and Gardener 
1991a: 91). The context investigated in this study is Taiwanese 
students¶ anxiety about learning activities and situations in their 
 26 
 
university English language classrooms.  
 Although anxiety suggests debilitating emotions, these are not 
always considered to have a negative effect on an individual¶s 
language performance. 6FRYHOGLVFXVVHG.OHLQPDQQ¶V
study and suggested that anxiety should not merely be classified as 
µHLWKHUKLJKRUORZDPRXQWV¶.OHLQPDQQLQYHVWLJDWHGWKHLQIOXHQFHRI
µIDFLOLWDWLQJ¶ DQG µGHELOLWDWLQJ¶ DQ[LHW\ RQ the learning of English 
LGHQWLILHGE\2[IRUGDVµ+HOSIXO¶DQGµ+DUPIXO¶UHVSHFWLYHO\LQ
his study. His results showed that students with facilitating anxiety 
were, in fact, able to use English structures that they may have 
preferred to avoid in their language. However, those with debilitating 
anxiety probably would not attempt to use certain structures due to 
their syntactical differences from their own language. Apparently, 
those with facilitating anxiety were more willing to take risks, which 
plays an important role in the language learning process and ultimate 
language ability and achievement (Cervantes 2013: 433).  
From above, facilitating DQ[LHW\LVµDQLQFUHDVH«ZKLFKUHVXOts in 
LPSURYHG UHVXOWV¶, while GHELOLWDWLQJ DQ[LHW\ LV µDQ LQFUHDVH«ZKLFK
leads to poor SHUIRUPDQFH¶<RXQJE$V6FRYHO: 22) 
suggests,  
 
A good performance...depends on enough anxiety to arouse 
the neuromuscular system to optimal levels of performance, 
but, at the same time, not so much that the complex 
neuromuscular systems underlying these skills are disrupted.  
 
In other words, whether anxiety functions positively or has a negative 
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effect on the learning process depends on the strength of the emotion 
itself aroused and the results produced by it.  
According to Jones (2004: 31), both facilitating and debilitating 
anxiety are possible in the same learners, but it seems that 
debilitating anxiety is relatively more common. Nonetheless, Horwitz 
(2014) stresses that facilitating anxiety is a dangerous idea as it may 
give language teachers an excuse to make students more anxious. 
She (1990, cited in Oxford 1999: 60-1) argues that only simple 
learning tasks²rather than complex ones like language learning²can 
benefit from anxiety. That is, those dealing with difficult tasks may not 
be able to tolerate highly negative emotions because the inherent 
difficulties in the process are probably already anxiety-provoking. The 
relationship between anxiety and learning performance is hence 
generally reported as negative (Horwitz 2008: 9; MacIntyre and 
Gregersen 2012: 103). 
 
2.2 Conceptualization of foreign language anxiety (FLA) 
 6WXGHQWV¶DQ[LHW\KDVEHHQDFULWLFDOLVVXHLQWKHILHOGRIHGXFDWLRQ
and language learning. Since the 1960s and 70s, anxiety about 
foreign language learning has VWDUWHGWRDWWUDFWVFKRODUV¶DWWHQWLRQIRU
VRPHOHDUQHUVDSSHDUWRKDYHµIHHOLQJVRIDSSUHKHQVLRQWHQVLRQDQG
HYHQIHDU¶ZKHQLWFRPHVWROHDUQLQJIRUHLJQODQJXDJHV2UWHJD
200). The two approaches to this issue are discussed below.  
The earlier approach to this topic seems to ignore language 
related issues, e.g. learners need to communicate in a non-native 
language while learning it and that the process of learning a language 
 28 
 
is different from learning other subjects. Difficulties or negative 
experiences encountered in the learning process may contribute to 
feelings of anxiety about learning the language. Some researchers 
thought, at first, WKDW D OHDUQHU¶V DQ[Lety trait influenced his/her 
language learning, i.e. it was µDPDQLIHVWDWLRQRIRWKHUPRUHJHQHUDO
W\SHV RI DQ[LHW\¶ +RUZLW] DQG <RXQJ   Therefore, they 
attempted to study how general anxieties interacted with language 
learning. During the process, different anxiety measures were 
employed to see whether anxiety did affect a ODQJXDJH OHDUQHU¶V 
learning achievement. Unfortunately, various results were produced 
and led to no solid conclusions about this relationship. One example, 
usually mentioned by researchers (e.g. MacIntyre 1999; Scovel 1991), 
is the project carried out by Chastain in 1975, which reported quite 
different results on the correlations of anxiety²positive, negative and 
null²with three languages: French, German and Spanish. The 
relationship was therefore difficult to interpret since anxiety facilitated, 
debilitated, and had no effect on language performance within the 
same study at the same time (MacIntyre 1999: 26).  
The reasons behind these mixed results are that various types of 
anxiety measures (Chastain: test anxiety and trait anxiety scales) 
were used and no clear definition of language anxiety was proposed in 
the research to interpret the role it plays in L2 learning (Horwitz et al. 
1986; Horwitz 1986; Price, 1991; Scovel 1991; Young, 1991a). This 
complex situation in terms of the above findings, definition, and 
measurement indicates how µDQ[LHW\ LWVHOI LV QHLWKHU D VLPSOH QRU
well-XQGHUVWRRGSV\FKRORJLFDOFRQVWUXFW¶6FRYHO  
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The later approach connects anxiety directly to language 
development or the learning process (in the classroom). This suggests 
that FLA is a type of anxiety only experienced in language learning 
and/or use. That is, those who have FLA only feel anxious when in 
language learning situations. In more specific terms, it relates to a 
ODQJXDJH OHDUQHU¶V µIHHOLQJV RI ZRUU\ DQG QHJDWLYH IHDU-related 
emotions associated with learning or using a language that is not an 
LQGLYLGXDO¶VPRWKHUWRQJXH¶0DF,QW\UHDQG*UHJHUVHQDQG
µLVHVSHFLDOO\UHOHYDQWLQDFODVVURRPZKHUHVHOI-UHSUHVVLRQWDNHVSODFH¶
(Gregersen and MacIntyre 2014: 3). MacIntyre and Gardner (1989) 
and MacIntyre (1999) specifically describe the process of formation of 
FLA. Encountering difficulties is common at the start of language 
learning. When learners begin to feel anxious about those experiences, 
state anxiety will be generated in them. If this anxiety keeps occurring, 
they will then associate it with the L2. The link between anxiety and 
the L2 develops so-called foreign language anxiety (p. 272; p. 30-1).  
From this viewpoint, FLA appears to be thought of as different and 
distinct from other more general anxieties. In order to validate this 
claim, Horwitz (1986) examined the relationship between foreign 
language anxiety and general anxieties (communication apprehension, 
fear of negative apprehension, test anxiety, and trait anxiety). The 
results showed that foreign language anxiety significantly (positively) 
correlated only with test anxiety (moderately) and trait anxiety 
(weakly). That is, foreign language anxiety is apparently 
distinguishable from general anxieties even though some variance 
may be shared between them (Horwitz et al. 2010: 97). Moreover, 
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MacIntyre and Gardner conducted a factor analysis on a number of 
anxiety scales in 1989 and 1991. The results from both studies 
showed that language (communicative) anxiety was one of the factors 
identified and the only factor, rather than general anxiety factors, 
which negatively correlated with foreign language performance, i.e. 
the higher the anxiety, the worse the performance. These findings 
seemingly suggest that the anxiety involved in learning or using a 
non-native language is different from general anxieties where the 
language used is not the main factor.  
Although language anxiety was shown to be unique and different 
from other anxieties, an appropriate anxiety scale specific to foreign 
language learning was still the major concern. According to MacIntyre 
(1999), the earliest language anxiety related scale appeared in 
*DUGQHUHWDO¶V$WWLWXGH0RWLYDWLRQ7HVW%DWWHU\$07%IRUODQJXDJH
learning. Through their examinations of the correlation between AMTB 
and foreign language performance, they reported that language 
anxiety truly had a negative effect on learning achievement. Despite 
this promising finding, AMTB remains a measuring tool mainly used to 
GLVFRYHU D ODQJXDJH OHDUQHU¶V DWWLWXGH DQG PRWLYDWLRQ rather than 
his/her anxiety level in a language learning context. Horwitz et al. 
therefore developed a specific language anxiety scale in 
1986²Foreign Language Classroom Anxiety Scale (FLCAS)²in order 
to infuse new insights LQWRWKLVDUHDUHFRJQL]HGDVµDWXUQLQJSRLQWLQ
ODQJXDJHDQ[LHW\UHVHDUFK¶0DF,QW\UHDQG*Uegersen 2012: 105).  
 Horwitz and her associates (1986) combined the above two 
approaches and theoretically proposed three related anxieties to 
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foreign language anxiety itself in accordance with its focus on 
µSHUIRUPDQFH HYDOXDWLRQ ZLWKLQ DQ DFDGHPLF DQG VRFLDO FRQWH[W¶
(p.127). These are communication apprehension, test anxiety, and 
fear of negative evaluation. Despite the fact that these fears have 
been borrowed from a general context and transferred into a specific 
language learning context, FLA has become recognized as a unique 
W\SHRIDQ[LHW\ LH µDGLVWLQFW FRPSOH[RI VHOI-perceptions, beliefs, 
feelings, and behaviors related to classroom language learning arising 
IURPWKHXQLTXHQHVVRIWKHODQJXDJHOHDUQLQJSURFHVV¶  
The first, communication apprehension, is concerned with 
µLQWHUSHUVRQDOcommunications¶+RUZLW]HWDOGHILQHLWDV
µGLIILFXOW\LQVSHDNLQJLQG\DGVRUJURXSVRULQSXEOLFRr in listening to 
RU OHDUQLQJDVSRNHQPHVVDJH¶ LQ WKH WDUJHW ODQJXDJH6LPSO\SXW
people are worried about whether they can understand someone 
speaking the foreign language or make themselves understood in that 
ODQJXDJH2QHRI3ULFH¶V (1991) participantVH[SODLQHGWKDWµ«LW¶V>her 
French] not really fluent enough to carry on anything meaningful. I 
IHHOH[WUHPHO\XQFRPIRUWDEOHVSHDNLQJ¶  
In a foreign language classroom, the teacher normally asks 
his/her students to communicate with one another in the target 
language to both enhance their speaking ability and create an 
authentic language environment. There is no doubt that they also 
have opportunities to give presentations in the target language 
individually or in groups. Although these activities are common in the 
language learning context, some learners still feel anxious about or 
when carrying them out. 
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In her study on anxiety levels in relation to certain class activities 
LQ 6SDQLVK OHVVRQV <RXQJ  IRXQG WKDW DFWLYLWLHV ZLWK µKLJK
self-exSRVXUH¶ZHUHUDWHGUHODWLYHO\KLJKHURQWKHDQ[LHW\VFDOHDQG
four out of the five reported as causing high anxiety were 
speaking-focused activities² µpresenting a prepared dialog¶, µmaking 
an oral presentation or skit¶, µspeaking¶, and µrole-playing a situation 
spontaneously¶ at the front of the class (p. 547). Therefore, she 
concluded that students experienced higher anxiety in speaking the 
target language, and performing at the front of the class was a major 
source [situation] of anxiety. Similarly, Chinese tertiary learners of 
English in Liu¶s (2006) study got especially uncomfortable when called 
on to answer questions or speak and when giving presentations. 
These findings support Gregersen and MacIntyre¶s (2014: 4) 
argument that µspeaking was [is] the skill that seemed[/s] to generate 
the most worry and concern in language learners¶. Because people are 
not using their mother tongue to communicate or make a presentation, 
they may be worried about whether they can fully understand others 
or make themselves understood in the target language (Aida 1994: 
157). In other words, it is a struggle for language learners to achieve 
the same level of fluency in the L2 as in their L1.  
Furthermore, it is worth highlighting that those having difficulty 
SUHVHQWLQJLQGLYLGXDOO\RUVSHDNLQJLQJURXSVDUHOLNHO\WRµH[SHULHQFH
even greater difficulty speaking in a foreign language class where they 
have little control of the communicative situations and their 
SHUIRUPDQFHLVFRQVWDQWO\PRQLWRUHG¶+RUZLW]HWDO$VD
result, highly apprehensive learners may keep silent in class or, more 
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seriously, be absent from class to avoid the anxiety-making situations.  
Testing is always a part of classroom activity (Aida 1994: 157) 
since it is one of the most direct ways for teachers to find out how well 
students have learnt from their teaching. Due to the fact that some 
students frequently expect themselves to fail language tests, it is not 
surprising that they are often too worried or nervous to remember the 
answers to questions when taking tests. Based on this, Horwitz et al. 
(1986) suggest that test anxiety is also one of the factors of FLA, the 
definition of which is µDW\SHRISHUIRUPDQFHDnxiety stemming from a 
fear of failure, unrealistic demands on self, and perfectionism about 
ODQJXDJHWHVWUHVXOWV¶ (pp. 127-128). Furthermore, test anxiety can be 
understood from two dimensions²µHPRWLRQDOLW\¶DQG ¶FRJQLWLYH WHVW
DQ[LHW\¶/ µworry¶ (Cassady and Johnson 2002: 271-272). People with 
the former have negative physiological reactions to testing contexts, 
such as increased heart rate and nausea. Those with the latter have 
task-irrelevant, self-related concerns, e.g. feeling unprepared for 
tests or lower confidence in performance. This has a more debilitating 
impact on performance as a result of cognitive distraction. 
Zeidner (1998: 52-56) elaborates further on the definition of test 
anxiety above by categorizing test anxious students into six types. 
They are  
z Deficit study and test-taking skills:  
Some learners use inefficient strategies to address their study 
and tests so that they have difficult time in taking these, and the 
result is normally negative.  
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z Anxiety blockage and retrieval problems:  
Although some students are well-prepared, their inability to bear 
stress prevents them from retrieving knowledge acquired during 
test taking. Therefore, the outcome is poor.  
z Acceptance of failure:  
An individual always fails to prepare well for and in tests, so they 
become used to disadvantageous results, with their acceptance of 
low academic ability. Whenever taking tests, they cannot help 
thinking that failure is definite.  
z Avoidance of failure: 
These students endeavor to prepare for tests to maximize the 
possibility of success and minimize that of failure as this 
symbolizes their low ability. Nevertheless, this tension could 
accumulate and negatively influence their preparation for and 
performance in the test. 
z Self-handicapping: 
Some students intend to attribute their poor performance in a test 
to their anxiety during test taking, making less effort for 
preparation, or avoiding evaluative situations rather than 
intelligence. 
z Perfectionism: 
This type of students requires themselves to reach high or 
unrealistic standards from themselves or others and do not allow 
their performance or test score to be less than perfect. This 
demand normally makes them too anxious to perform well in the 
context. 
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Importantly, Horwitz et al. remind us that oral tests may 
potentially arouse test anxiety and communication apprehension at 
the same time. However, MacIntyre and Gardner (1989; 1991c) 
argued that FLA should not include test anxiety as it is linked to 
general anxiety in factor analysis. Even though this is the case, the 
scholars above did not compare the items in a general test anxiety 
scale with those in FLCAS because these are specific to the language 
learning context. Moreover, it is reasonable to associate test anxiety 
with foreign language (classroom) anxiety due to the fact that there 
are always tests or quizzes taking place in a language classroom. In 
the light of these concerns, it seems too early to exclude test anxiety 
from FLA factors.  
 The third, fear of negaWLYH HYDOXDWLRQ LV µDSSUHKHQVLRQ DERXW
RWKHUV¶ HYDOXDWLRQV DYRLGDQFH RI HYDOXDWLYH VLWXDWLRQV DQG WKH
H[SHFWDWLRQWKDWRWKHUVZRXOGHYDOXDWHRQHVHOIQHJDWLYHO\¶:DWVRQ
and Friend 1969 cited in Horwitz et al. 1986: 128). Within a language 
classroom, the teacher is the only fluent speaker who continuously 
assesses his/her VWXGHQWV¶ ODQJXDJH SHUIRUPDQFH; peers are also 
likely to be or regarded as evaluators, whose comments or reactions 
can touch students¶ nerves (ibid.). A language learner may thus be 
concerned about how other people evaluate their language ability 
and/or performance when using the target language in the learning 
context.  
$V3ULFH¶V anxious students of foreign languages at the 
University of Texas at Austin responded, having to speak the target 
language in front of their peers was their greatest source of anxiety 
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[one of the serious anxiety situations] since they were all afraid of 
µEHLQJODXJKHGDWE\WKHRWKHUV¶RU µPDNLQJDIRRORIWKHPVHOYHVLQ
SXEOLF¶6LPLODUWRWKHDERYHPRVWRI<RXQJ¶Vhigh school 
and university learners of Spanish agreed with the statement that 
µWKH\ZRXOGEHPRUHZLOOLQJWRYROXQWHHUDQVZHUVLIWKH\ZHUHQ¶WDIUDLG
RI VD\LQJ ZURQJ WKLQJV¶ LQ WKHLU TXHVWLRQQDLUH These activities 
apparently require the learners to expose themselves to public 
scrutiny, i.e. µconspicuousness¶ (Daly 1991: 9) or µhigh self-exposure¶ 
(Young 1990: 547). It seems reasonable to infer that dislike of (high) 
self-exposure suggests concerns about others¶ reactions and/or fear 
of negative evaluation from others because listeners may also be 
judging how well they (can) perform or express themselves in their 
limited L2. 
Furthermore, Williams and Andrade (2008) discovered that the 
most often reported language anxiety by their Japanese university 
students of English ZDV µIHDU RI PDNLQJ D EDG LPSUHVVLRQ¶ DQG
µUHFHLYLQJQHJDWLYHHYDOXDWLRQ¶IURPWKHLUSHHUVWHDFKHUV,Q.LWDQR¶V
(2001) quantitative study of the relationships between anxiety and 
fear of negative evaluation and self-rating speaking ability of American 
university students of Japanese, it was found that fear of negative 
evaluation also positively and significantly correlated with degree of 
language anxiety, i.e. the higher, the stronger. Apart from 
communication apprehension and test anxiety, language learners with 
these fears and worries may give others the idea of their being too 
µFRQFHUQHGZLWKWKH³DSSHDUDQFH´RIWKHLUFRPPXQLFDWLRQDWWHPSWV¶
(Gregersen and Horwitz 2002: 563).  
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 As mentioned above, Horwitz and her associates (1986) and 
Horwitz (1986) filled gaps in the literature by not only conceptualizing 
FLA, but also developing a FLA scale, the FLCAS. The items for the 
FLCAS were collected from VWXGHQWV¶ UHIOHFWLRQV Rn their anxiety 
experiences, OHDUQLQJ VNLOO FRXQVHORUV¶ H[SHULHQFHV ZLWK DQ[LRXV
ODQJXDJH OHDUQHUV WKH DXWKRUV¶ H[SHULHQFHV ZLWK WKHLU DQ[LRXV
students, and previous instruments used in different studies. The 
scale consists of 33 items with positive and negative statements, e.g. 
µ,feel confident when I speak in the IRUHLJQODQJXDJHFODVV¶RUµ,ZRUU\
DERXWWKHFRQVHTXHQFHVRIIDLOLQJP\IRUHLJQODQJXDJHFODVV¶8QGHU
each statement, a 5-point Likert Scale, ranging from strongly agree to 
strongly disagree, was utilized to measure the anxiety level in a 
foreign language classroom.  
The above scale is generally employed to examine the anxiety 
level of second/foreign language learners in the classroom context 
due to its high reliability and validity (c.f. Sparks and Ganschow 2007: 
they argued that what FLCAS measures is a learner¶s language ability 
rather than their anxiety level). FLCAS reliability and validity has been 
widely examined in the context of both eastern and western languages 
and a variety of populations, and the results indicate that the FLCAS 
does achieve its purpose of measuring anxiety level in different 
situations. According to Horwitz (1986), the questionnaires collected 
from 108 American university learners of modern languages revealed 
that the internal consistency throXJK &URQEDFK¶V DOSKD FRHIILFLHQW
was .93, and test-retest reliability in an eight week period was r= .83, 
p= .001.  
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As most studies put their focus on western languages (e.g. 
Spanish and French), Aida (1994) attempted to re-examine Horwitz et 
DO¶V)/&$6Ln a non-western language with students of Japanese at 
the University of Texas, Austin. Her report revealed similar results to 
+RUZLW]HWDO¶VLQLQWHUQDOFRQVLVWHQF\and test-retest reliability (over 
one semester) tests².94 and r= .80, p<.01. This shows that FLCAS 
can be employed to test the anxiety level of learners of non-western 
languages. In addition, the FLCAS has been used to measure the 
stability of anxiety across different languages.  
In their project, Rodriguez and Abreu (2003) recruited 110 
Venezuelan students who were simultaneously learning English and 
French from two western universities in Venezuela since this sampling 
made sure that the students had the same learning status, and they 
were randomly placed in the two language classes. The partLFLSDQWV¶
anxious feelings²the FLA construct²directly proved to be stable 
across both languages. The FLCAS used here also indicated its high 
internal consistency reliability (.90) and moderate construct validity 
(r= .44, p=.001). 
 
2.2.1 Language coding deficits/differences hypothesis (LCDH): 
another approach to FLA 
From the discussion above, foreign language anxiety is considered 
a contributing factor to poor language achievement. Other scholars, 
however, argue that anxiety is a consequence of poor language 
learning. A significant difference between these two, apart from the 
cause-or-effect dispute, is that the former considers language 
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learning anxiety to be a complicated construct, whereas the latter 
appears to attribute anxiety only to cognitive deficit. The main ideas of 
these arguments are detailed below.  
Sparks and his colleagues (e.g. 1991; 1999) have proposed the 
Language Coding Deficits/Differences Hypothesis (LCDH) and 
addressed the roles of affective variables in language learning, such as 
language anxiety, from a different perspective. They suggest that 
language anxiety may be the consequence of difficulty with foreign 
language learning, mainly FDXVHG E\ WKH OHDUQHU¶V SRRU QDWLYH
language skills, especially phonological and syntactic aspects (1991: 
10). To put it another way, they emphasize the effect of the cognitive 
deficit on foreign language attainment, but dismiss the possibility of 
affective factors like anxiety as the cause of learning difficulties. The 
study below explains how the scholars above supported their 
hypotheses/arguments. 
Ganschow et al. (1994) divided their students of Spanish in an 
American university into three groups: low, average, and high anxiety 
levels. They compared their native language ability, foreign language 
aptitude, and some demographic variables and examined the 
correlations between the variables involved. Generally speaking, 
low-anxiety students got higher scores than high-anxiety ones in L1 
ability and FL aptitude. When the participants were grouped into two 
(high and low) by their phonological results in L1 measures to 
compare their foreign language grades, the results clearly showed 
WKDWWKHµKLJK¶JURXSLQGHHGJRWKLJKHUJUDGHVWKDQ the µORZ¶JURXSLH
L1 phonological ability appears to influence foreign language 
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achievement. In addition, they asked their high and low anxiety 
students to reflect on their attitude towards learning English. Forty out 
of 101 in the high anxiety group considered it easy to learn, whereas 
61 considered it difficult. For low anxiety students, 59 out of 73 found 
it easy, while 14 found it difficult. The researchers suggested that the 
61 students were more likely to be highly anxious due to L1 (English) 
learning difficulties, which influenced their L2 (Spanish) learning. 
Although the study did not directly indicate that anxiety was a 
consequence of poor foreign language skills, it did suggest that L1 
ability possibly affects foreign language performance. Nevertheless, 
the researchers appear to have tried to examine the relationships 
between these factors and did not demonstrate their interactional 
development process. That is, they failed to explain how anxiety turns 
out to be µFRQVHTXHQFH¶ and why anxiety has no further effect on an 
individual¶s language learning.  
In relation to anxiety-as-a-cause argument, the above hypothesis 
apparently seems to (1) only consider the cognitive aspect of 
language development, (2) attribute the formation of anxiety to only 
one factor, (3) ignore the effect of negative emotions on language 
learning, and (4) take no account of the fact that emotions fluctuate 
over time. Its developers arguably oversimplify the complexity of 
human emotions and the process of language learning, and disregard 
learners¶ experiences within the learning context. Most importantly, 
µemotions occur in response to events in the world¶ (Aamodt and Want 
2008: 100), which indicates that emotions cannot be separated from 
human experience on any occasion.  
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This hypothesis has also been rejected by main scholars of 
language anxiety, Horwitz (2000) and MacIntyre (1995). Horwitz 
argues that the hypothesis fails to explain why many 
advanced/successful language learners still experience anxiety in 
class, and too many people, including top university students, have 
reported experiencing language anxiety (p.97). In addition, MacIntyre 
also pinpoints the ODFN RI WDNLQJ µVRFLDO IDFWRUV¶ HJ FODVVURRP
LQWHUDFWLRQDQG µDGGLWLRQDOFRJQLWLYH IDFWRUV¶HJDPRXQWRIHIIRUW
involved) in second/foreign language learning into consideration (p. 
95-96). 
Despite 6SDUNVHWDO¶V proposal of LCDH, not much research in the 
area of second/foreign language anxiety has considered this 
hypothesis as an explanation for poor learning outcomes. In the light 
of the reflections on the hypothesis, this study adopts the stance that 
anxiety is a cause, and can influence language achievement.  
Nevertheless, this is not to say that their view or stance is without 
merit. As Horwitz mentioned,   
 
researchers associated with the topic of foreign language 
anxiety have never questioned the possibility that some 
people are anxious about learning and using a second 
language because they have subtle, or even substantial, 
cognitive or first language disability or both. It is my task to 
establish that some people are anxious about language 
learning independent of processing deficits and that such 
anxiety reactions can interfere with language learning (2000: 
256).  
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Chen and Cheng (2004), on concluding their study of the relationship 
between FLA and learning difficulties (with 1187 Taiwanese university 
students of English), came to the same view as Horwitz, but their 
conclusion, based on the relationship between the factors in FLSI-C 
(Foreign Language Screening Instrument for Colleges) and FLCAS, 
DSSHDUHGWREHWRRZHDNWRVXSSRUW6SDUNVHWDO¶VK\SRWKHVLVVLQFH
WKHLU JHQHUDO µGHYHORSPHQWDO KLVWRU\ RI OHDUQLQJ SUREOHPV¶ IDFWRU
UDWKHUWKDQµ&KLQHVHOHDUQLQJKLVWRU\¶IDFWRUVWURQJO\SUHGLFWHGWKHLU
VWXGHQWV¶ ODQJXDJH DQ[LHWy. Notwithstanding the other 
anxiety-predicting items ZHUH µ(QJOLVK OHDUQLQJ KLVWRU\¶ DQG
µFODVVURRP OHDUQLQJ FKDUDFWHULVWLFV¶ LW VHHPVPRUH UHDVRQDEOH WKDW
these two sources of anxiety indirectly DIIHFWVWXGHQWV¶FXUUHQW(QJOLVK
learning.  
As their students had been learning English for years, their 
VLWXDWLRQPD\EHEHWWHUH[SODLQHGIURP0DF,QW\UHDQG*DUGQHU¶VSRLQW
of view, i.e. that anxiety (or other affective variables) leads to poor 
English outcomes, which, in turn, aggravate the level of anxiety (see 
1991a: 110). That is, the students had felt more or less anxious about 
learning English beforehand and acknowledged the consequent 
negative effect on their learning outcomes. Since they had upgraded 
to the university level and confronted more advanced English tasks, 
their previous learning experience and the level of difficulty of tasks 
made them comparatively more anxious later on. Furthermore, 
µclassroom learning FKDUDFWHULVWLFV¶ has been perceived as one of the 
sources of language anxiety proposed by Young (1991a) above. 
Importantly, the researchers did not manage to clearly indicate that 
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their participants did have difficulty in learning Chinese at their early 
age. Based on the above discussion, the predicted anxiety can thus 
only be regarded as an accumulative effect produced by previous 
learning experiences. 
 
2.3 What are the sources of FLA? 
 Foreign Language anxiety itself is not an emerging area of study, 
and most research projects have focused on its effects rather than its 
sources. As mentioned by researchers (e.g. Gkonou 2012; Kitano 
2001; Yan and Horwitz 2008), what particular sources (and effects) 
are is unclear, partly because some investigations into learner anxiety 
only concentrated on one or few factors in their examination of their 
relationship to learner anxiety. Nevertheless, it is still worth referring 
to some existing literature to have a broad idea about the currently 
identified sources of language anxiety. Indeed, these sources can be 
quite diverse DQG UDQJH IURP µKLJKO\ SHUVRQDO OLNH VHOI-esteem to 
procedural like classroom activities aQGPHWKRGV¶2[IRUG  
Specifically, Young¶s (1991a: 427) review of the literature reveals 
six potential sources of language leaner anxiety as follows: (1) 
personal and interpersonal anxieties, (2) learner beliefs about 
language learning, (3) instructor beliefs about language teaching, (4) 
instructor-learner interactions, (5) classroom procedures, and (6) 
language testing. Aside from these causes, Daly (1991: 9-10) also 
suggests that learners are likely to experience anxiety in situations of 
evaluation, novelty, ambiguity, conspicuousness, and prior experience. 
(Because these causes are associated with classroom learning, it is 
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arguable that students may also have some of these concerns in other 
classes.) These are discussed in the following sections. 
 
Personal and interpersonal anxieties 
 Personal and interpersonal anxieties, put simply, are concerned 
with how one views his/her own self and how worried one is about the 
risk of negative evaluation from others in a foreign language context. 
The most common situation is where anxious learners negatively 
evaluate their own self-concepts concerning different aspects of 
language learning, i.e. exhibit low self-esteem (Bailey et al. 2000; 
Gkonou 2012; Horwitz et al. 1986; Kitano 2001; Liu and Jackson 2008; 
Onwuegbuzie et al. 1997; Onwuebuzie et al. 1999; Price 1991; Yan & 
Horwitz 2008; Young 1990). Specifically, µa person can have high or 
low self-esteem and not a high or low self-concept, because the 
self-esteem is the resulting evaluation of the perceived self-concept 
[via one¶s senses of confidence and worthiness]¶ (Rubio 2014: 43). In 
other words, when people do not appreciate who/what they are, either 
µnegative behaviors¶ or µoverachieving performances¶ could be the 
consequence of having low self-esteem (see ibid.: 45-6).  
Self-efficacy is another important self found to have a negative 
relationship to language anxiety. When individuals face a task thinking 
that they are unable to complete it, anxiety can instantly flare up in 
them. ,QKHUVWXG\RI7DLZDQHVHWHUWLDU\(QJOLVKOHDUQHUV¶EHOLHIVDQG 
anxiety, Cheng (2001) discovered a strong negative correlation 
between English self-efficacy and anxiety, i.e. the higher the former is, 
the lower the later will be and vicHYHUVD*NRQRX¶VGLDU\VWXG\
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which investigated the causes of language anxiety of Greek adult 
learners of English also revealed that low self-confidence and -efficacy 
are two major sources of learner anxiety. That is, whether or not an 
individual has self-belief can affect their psychological response to the 
context. As Bandura (1997) states, perceived self-efficacy can impact 
RQ RQH¶V DFWLRQV WR WDNH GLOLJHQFH GHWHUPLQDWLRQ µUHVLOLHQFH WR
DGYHUVLW\¶µWKRXJKWSDWWHUQV¶HPRWLRQVDQGattainments (p. 3).  
There are four contributors to the formation of self-efficacy²(1) 
µenactive mastery experience¶, (2) µvicarious experience¶, (3) µverbal 
SHUVXDVLRQ¶, and (4) µphysiological and affective states¶. The details of 
these factors are as follows: (1) the level of (difficult) success is the 
most significant key to the establishment of self-HIILFDF\7KDWLVRQH¶V
efficacy will remain constant when he/she can cope with difficulties to 
be successful on every occasion, (2) one¶s similar others, considering 
age, level, and ability (Mills 2014: 8), are regarded as an indicator of 
his/her success. For example, when similar peers can do certain 
activities well, an individual will think that s/he can also do them well, 
(3) faith in them received from significant others, especially teachers 
(Mills 2014: 8), can boost the individual¶s belief in his/her capability of 
completing a task, and (4) when an individual¶s physiological and 
affective states react negatively to a task, s/he may think that the 
reason is an inability to handle it well, and, in turn, their efficacy could 
decrease (Bandura 1997: 80-106). From the above, the learners 
themselves as well as others (in-/out-side the classroom) are both 
likely to contribute to learner self-efficacy. Self-efficacy seems to 
require individual perseverance and effort and/or influential others¶ 
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encouragement during class participation or certain activities or tasks.  
With regard to self-confidence, according to Sampasivam and 
Clément (2014), it is generally reported that highly self-confident 
OHDUQHUVKDGVXFKFKDUDFWHULVWLFVDVµH[SHULHQFLQJOLWWOHDQ[LHW\ZKHQ
VSHDNLQJ(QJOLVKLQFODVV¶µSHUFHLYLQJWKHPVHOYHVDVEHLQJUHODWLYHO\
FRPSHWHQWLQWKHLU(QJOLVKDELOLWLHV¶µKDYLQJSRVLWLYHDWWLWXGHVWRZDUGV
their EnglisK FODVV¶ DQG µVKRZLQJ PRWLYDWLRQ DQG GHVLUH WR OHDUQ
(QJOLVK¶ S  In other words, the level of self-confidence can 
significantly influence that of learning affect and the emotions of a 
learner. It is little wonder that the above positive features tend to be 
immediately associated with lower levels of anxiety, e.g. highly 
motivated learners normally feel less anxious in the language 
classroom (Dörnyei and Ushioda 2011: 110; Liu 2012; Liu and Zhang 
2013).  
Similar to Daly¶s (1991) µnovelty¶ and µambiguity¶, an LQGLYLGXDO¶s 
emotional non-acceptance of the ambiguities encountered in learning 
a language could also increase their levels of learning anxiety. 
Dewaele and Ip (2013) showed that Hong Kong learners¶ English 
ambiguity tolerance and anxiety (and self-rated proficiency and 
anxiety) not only correlated with, but also predicted each other 
significantly and negatively, i.e. high tolerance <--> low anxiety.  
Additionally, many learners/students maybe define or examine 
their ability through comparison or competition with other classmates. 
When perceiving themselves as falling behind or that others perform 
better, they probably start to doubt their ability in the foreign language. 
In other words, the pressure could originate from feelings of 
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inadequacy in terms of their proficiency and/or compares to 
competent peers. For H[DPSOHµ,DOZD\VIHHOWKDWWKHRWKHUVWXGHQWV
VSHDNWKHIRUHLJQODQJXDJHEHWWHUWKDQ,GR¶+RUZLW]HWDO
In their grounded theory-based research with Chinese university 
students<DQDQG+RUZLW]LQGHHGIRXQGWKDWµ&RPSDULVRQZLWK3HHUV¶
directly contributed to the formation RI µ)RUHLJQ/DQJXDJH$Q[LHW\¶
0RVWRI3ULFH¶VLQWHUYLHZHHVEHOLHYHGWKDWµWKHLU
language skills were weaker than WKRVHRIWKHRWKHUVWXGHQWV¶S. 106). 
Kitano (2001), investigating the relationship between self-perceived 
speaking ability and second language (Japanese in this case) anxiety, 
reported that learners felt more anxious when they perceived their 
ability inferior to their peers¶ and native speakers¶. Young (1991a) 
concluded that those associating themselves with poor ability in a 
foreign or second language at the very beginning are most likely to 
suffer from language anxiety or other kinds of anxiety.  
In addition, in line with the concept of face above (see Section 
1.3), Dörnyei (2007 b: 723) and Jones (2004: 35) believe that the 
threat to face is inherent in the language classroom since learners 
must continuously attempt to deal with communication or interaction 
in the target language²µDVHYHUHO\UHVWULFWHGODQJXDJHFRGH¶That is, 
learners are likely to risk exposing their weaknesses or making fools of 
themselves when using the language. Specifically, face concern 
µPDNHV LWKDUG IRU OHDUQHUVWRHQGXUHWKHQHJDWLYHHYDOXDWLRQIURP
their peers that may come as a result of their mistakes or social 
DZNZDUGQHVV¶-RQHV,WLVFODLPHGEy Peng (2014: 31) that 
its influence is especially apparent on the communication behavior of 
 48 
 
learners. Arguably, there is little doubt that cultural emphasis on the 
maintenance of a positive image can increase the sensitivity of those 
immersed in that culture and concerned about losing face. As 
explained by Liu (2001), 
 
Growing up in such a collective culture, Asian students tend 
to care more about their Mianzi as their public image, and 
they tend to withdraw whenever they feel a threat to their 
Mianzi. Refraining from speaking up in class is therefore one 
of the strategies [instant reactions] Asian students employ 
[have] to save face, or maintain their Mianzi (p. 204).  
 
Learner beliefs about language learning 
 Learner beliefs about language learning also play an important 
role in language anxiety. Beliefs are possibly connected ZLWKVWXGHQWV¶
previous experiences of language learning, cultural backgrounds, or 
life experiences. Importantly, what they believe about language 
acquisition may influence how they implement and treat their learning 
(Horwitz 1987). If their beliefs cannot lead to successful L2 learning, 
negative emotions may result from their disappointment. It is 
WKHUHIRUH QHFHVVDU\ WR WDNH VWXGHQWV¶ EHOLHIV LQWR FRQVLGHUDWLRQ LQ
discussing the sources of learner affect or emotions. As mentioned in 
3ULFH¶V  LQWHUYLHZ VWXG\ZLWK KLJKO\ DQ[LRXV VWXGHQWVPDQ\
believed that their language ability/performance was poorer than their 
SHHUV¶ DQG that others looked down on them. Moreover, all the 
students held the belief that a special aptitude was required in order to 
learn a language (Cheng 2001), which they did not possess. Learners, 
especially Asian students, often think that they should not speak up 
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until they know the answer to the question asked by their teacher, 
which would maintain their face and prevent embarrassment in class 
(c.f. Horwitz 1988; Jones 2004). 
In addition+RUZLW]¶VTexas university students of Frech, 
German, and Spanish also had the following beliefs: (1) some 
languages are comparatively easier to learn, (2) learning a language is 
only about translation between languages, (3) it is important to speak 
with a native-like accent, (4) It only takes few years to learn a 
language if one hour a day is devoted to learning, and (5) It takes 
children less effort to learn a language than adults. Horwitz et al. 
(2010: 103) and Young (1991a: 428) point out that some beliefs are 
too unrealistic to lead to a pleasant learning experience. Take the 
belief of the importance of native-like pronunciation for example, 
learners may end up frustrated or depressed as they find it nearly 
impossible for them to achieve. That is, µwhen those expectations are 
not met, these students may develop negative feelings about their 
personal ability as a language learner¶ (Horwitz et al. 2010: 103). 
Horwitz (1987: 126), thus, suggests:  
 
Since student beliefs about language learning are often based 
RQOLPLWHGNQRZOHGJHDQGRUH[SHULHQFHWKHWHDFKHU¶VPRVW
effective course may well be to confront erroneous beliefs 
with new information. This procedure has been very helpful in 
my work with groups of anxious language learners. 
 
 
 
 50 
 
Instructor beliefs about language teaching  
The ways in which language teachers conduct their classes are, to 
a large extent, based on their beliefs about language teaching. It is 
likely that their teaching beliefs do not correspond with their students¶ 
needs or styles of learning. The learners may feel forced to accept the 
unproductive modes of instruction if that happens, which undoubtedly 
creates an unpleasant learning environment. When the teacher 
attempts to exert full control in the classroom, i.e. a small social 
context, the students are likely to be learning under pressure. As 
Young (1991a) mentioned, there are four teacher beliefs which 
SRVVLEO\HQJHQGHUOHDUQHUV¶DQ[LRXVIHHOLQJVµ,¶VKRXOGDFWDVD
FRUUHFWRUZKHQHYHUµP\¶VWXGHQWVFRPPLWDQ\HUURUµ,¶FDQQRWOHW
µP\¶VWXGHQWVZRUN in pairs, which will put the classroom out of control, 
µ,¶VKRXOGEHWKHRQO\RQHZKRWHDFKHVDQGWDONVLQWKHFODVVURRP
DQGµ,¶DPPRUHOLNHDµGULOOVHUJHDQW¶WKDQDµIDFLOLWDWRU¶)URPWKH
above, how a language instructor treats the social context can have a 
strong influence on learners (p. 428). Apparently, teaching beliefs 
comprising excessive constraints and potential unfriendliness usually 
have no positive effect on OHDUQHUV¶ psychological states of learning.   
Language teachers and their students should therefore reach an 
agreement on issues, such as what makes an environment ideal for 
ODQJXDJHOHDUQLQJLQRUGHUWRPDLQWDLQDµZLQ-ZLQ¶VLWXDWLRQ  
 
Instructor-learner interactions 
 There are usually opportunities for the teacher and students to 
interact with each other in class, especially when the former 
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comments on the performance of the latter. Error correction may be 
the most critical and controversial source of language anxiety 
associated with instructor-learner interactions (Young 1991a: 
428-429). Generally speaking, if a language teacher aggressively 
picks on every error or mistake a student makes in class or always 
criticizes their performance in activities, it is likely that the student 
could develop reactions of avoidance, fear, and self-doubt in a 
language class. OQHRI3ULFH¶VLQWHUYLHZHHVGHVFULEHG how her 
teacher kept correcting her strong native accent when learning French, 
which made her extremely anxious. During their collection of data on 
anxious situations for learners, Horwitz et al. (1986) found a few 
VWXGHQWV¶ UHIOHFWLRQV WKDW WKHLU ODQJXDJH WHDFKHU¶VSRWHQWLDOO\KDUVK
way of error correction was one of their sources of anxiety. 
On the other hand, it is interesting to see that Young¶V
subjects agreed that it was necessary to have some error correction, 
although they were still worried about making errors. Similarly, some 
RI.RFKDQG7HUUHOO¶VSDUWLFLSDQWV thought that errors should be 
immediately corrected. On the surface, the two sets of results seem to 
contradict each other. However, it could be the methods of error 
FRUUHFWLRQUDWKHUWKDQWKHFRUUHFWLRQLWVHOIWKDWDFFRXQWVIRUVWXGHQWV¶
affective fluctuations LQ ODQJXDJH OHDUQLQJ+HQFH µKRZ WRFRUUHFW¶
µZKHQWRFRUUHFW¶DQG µKRZRIWHQWRFRUUHFW¶DUHSRVVLEO\WKHWKUHH
PDLQTXHVWLRQVWRWDNHLQWRFRQVLGHUDWLRQZKHQFRUUHFWLQJVWXGHQWV¶
errors (Young 1991a: 429). Moreover, students may be more 
encouraged if the teacher gives more positive than negative 
comments on their performances in class. 
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Classroom procedures 
 Anxiety about language learning can also be engendered by the 
procedures that a language classroom adopts. The design and 
implementation of classroom procedures are usually derived from the 
course purpose WKH WHDFKHU¶V WHDFKLQJ EHOLHIVVW\OHV WKH WHDFKLQJ
methods, or the number, levels and ages of students in the class. 
Young (1991a: 429) proposes that the procedures as a source of 
anxiety mainly relates to students having to speak in front of others. It 
is also worth mentioning that learner anxiety is aroused no matter 
what task they are asked to do in front of the FODVVVLQFHµZULWH\RXU
ZRUNRQWKHERDUG¶LVUDWHGDVa moderately anxious task (Young 1990: 
547). 
The way a student is called on to respond to a question can also be 
anxiety-provoking. The more unpredictable the calling-on is, the more 
anxious the students will be (William & Andrade 2008) as every 
individual has an equal chance of being the next one picked on. 
Furthermore, Koch and Terrell examined the affective reactions of 
their students who were taught Spanish through the Natural Approach 
at the university of California, Irvine, to activities and techniques 
within the teaching method. This teaching method was considered to 
KDYHDSRVLWLYHHIIHFWRQOHDUQHUV¶DQ[LRXVIHHOLQJVThey reported that 
a few students still regarded certain activities as anxiety-producing, 
even though most participants considered them to have engendered 
more comfortable feelings (1991). Based on all these results, a 
language teacher should adopt a more considerate teaching approach 
and arrange his/her classroom activities in accordance with their 
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VWXGHQWV¶ QHHGV LQ UHODWLRQ WR QRW RQO\ NQRZOHGJH EXW DOVR WKH
affective domain as best s/he can. 
 
Language testing 
 Language testing in a language classroom is a further source of 
language anxiety. There is almost no doubt that tests or examinations 
in themselves are frightening enough for candidates, partly because 
they need to be completed within a time frame and test results usually 
reflect their academic performance for the course. The components of 
a test, such as test types, test materials, familiarity with question 
types, and the magnitude of a test, all have the potential to influence 
D OHDUQHU¶V DIIHFW LQ ODQJXDJH OHDUQLQJ ,Q WKHLU VWXG\ RI DWWLWXGHV
toward language tests, Madsen et al. (1991, cited in Young, 1991a) 
discovered that different types or formats of test could lead learners to 
different degrees of anxiety. In other words, some were particularly 
anxiety-provoking for language learners. In addition, students 
normally spend much time practising and reviewing the testing 
materials or question types they have experienced in class. If their 
teacher unexpectHGO\JLYHVDQµXQIDPLOLDU¶WHVWWRWKHVWXGHQWVWKH\
are very likely to struggle and feel upset about the test or themselves 
(p. 429). Arguably, VWXGHQWV¶DQ[LHW\ can also be comparatively higher 
when taking a test for upgrading, or which otherwise might have a 
great effect on their future learning.  
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The five characteristics of anxiety-provoking situations 
 Daly (1991: 11-2) listed five characteristics of anxiety-evoking 
situations in his article on communication apprehension based on his 
own and previous research findings. These are µevaluation¶, µnovelty¶, 
µambiguity¶, µconspicuousness¶, µprior experience¶. In other words, the 
perceptions of being alone, lacking support from others, and having no 
control over situations are all possible causes of anxiety in a given 
situation. A description of each characteristic is below: 
z Evaluation:  
The feelings of being evaluated in a setting positively correlates 
with the level of (language) anxiety. The perception that their 
performance in an L2 is being judged can cause anxiety.  
z Novelty:  
Anxiety can be engendered when individuals are faced with new 
situations or people in a setting. When language learners feel 
familiar with µthe language itself and its culture, people, and 
OLWHUDWXUH¶, their anxiety levels will decrease.  
z Ambiguity: 
It is normal for people to feel anxious when they have no control 
over their surroundings. That is, they have no idea what they 
should do or what is going to happen next in a situation. µThis 
often happens in second language learning¶.  
z Conspicuousness: 
People can feel anxious if they are the focus of attention in a 
setting. Situations like speaking on stage, making mistakes or 
showing incompetency in an activity are likely to cause anxiety in 
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language learners in the classroom.  
z Prior experience:  
If someone has always had a negative experience of certain 
situations or with certain people in a particular setting, they can 
become anxious about repeating the negative experience when 
faced with the same situation or people again. People with 
positive language learning experiences tend to feel less anxious 
about learning another language or learning the same language 
at a more advanced level.  
 It is arguable that one situation can have all these characteristics 
at the same time, and these may have a stronger influence on the 
emotions in the context of learning an L2 than in daily life situations as 
communicating in the L2 needs risk-taking and can be problematic. 
Therefore, FLA research, including this study, should carefully 
examine situations which learners find anxiety-provoking to infer the 
possible causes. For example, speaking L2 on stage can make learners 
feel conspicuous, and it can be novel for some of them. The presenters 
may well feel that they are being evaluated on their performances. 
They are probably unsure how to give a proper presentation in a 
non-native language. Previous experiences in presenting in their L1 or 
L2 could have an impact on their feelings about carrying out the 
activity.  
Considering Young¶s review and the studies cited above, there is 
little in the literature investigating the sources of anxiety thoroughly, 
that is to say, most research only discusses a µone-to-one¶ relationship.  
It becomes arguable (1) which factor should receive attention, and (2) 
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that the understanding of the sources of anxiety could be inadequate. 
Moreover, many studies used questionnaires or scales to examine the 
relationship between anxiety and other factors of individual 
differences. Without the ability to prompt and/or probe, little detailed 
information was gleaned from learners¶ responses to a questionnaire. 
Therefore, a qualitative approach was adopted to make a full inquiry 
into the above issue and, importantly, to collect participants¶ actual 
and detailed responses.  
 
2.3.1 Factors associated with FLA  
 Although anxiety sources have not yet been fully researched, 
some variables may function in a similar way to the sources mentioned 
above in telling the story of language anxiety. Scholars (e.g. 
Onwuegbuzie et al. 1997; 1999) have adopted so many variables to 
investigate their relationships to language anxiety that they can 
categorize people who are relatively more likely to become anxious. 
7KHYDULDEOHVPRVWO\FRPHIURPSHRSOH¶VGHPRJUDSKLF Lnformation, 
their experience of the foreign language, or previous academic 
information. Moreover, some researchers (e.g. Gregersen and Horwitz 
2002) attempted to explore the relationships between personality and 
language anxiety itself. A few results changed from study to study, but 
there is still an identifiable pattern that can predict a link between the 
variables and learner anxiety.  
In contrast to many researchers who only looked at one-to-one 
relationships, Onwuegbuzie et al. (1997; 1999) tried to build up a 
fuller picture of learner anxiety and its associated variables. They 
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tested more than ten variables, such as gender, age, academic 
achievement, prior history of visiting countries, and perceived 
self-worth, many of which relate to their views of different aspects of 
themselves. Arguably, this probably indicates the influence of an 
individual¶s self-perceptions on their emotions when learning (or vise 
versa). In their study, they recruited 210 university students in 
different years learning French, Spanish, German, and Japanese 
respectively at a mid-southern university in the US. They established 
that there was no statistical difference in the degrees of anxiety 
among the students of different languages. Therefore, all their 
responses were examined together. Through a setwise regression 
analysis, they found that highly anxious learners could be predicted if 
they had at least one of these characteristics:  
 
female, older, high academic achiever, had never visited a 
foreign country, had not taken any high school foreign 
language courses, had low expectations of their overall 
average for their current language course, had a negative 
perception of their intellectual ability, had a negative 
perception of their scholastic competence, had a negative 
perception of their appearance, had a negative perception of 
their self-worth, did not like cooperative learning, did not 
value competitive learning, and had an internal academic 
locus of control (1997: 6; 1999: 227).  
 
It is apparent that most of these carried a learner¶s negative 
self-disapproval, that is, anxious students normally give themselves 
no credit in various situations. Some of these predictors, related to 
negative self-perceptions and competitiveness, appeared to be echoes 
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of the first source of language anxiety mentioned earlier²personal 
and interpersonal anxiety. 
In considering µGLGQot like cooperative learning¶, although there 
was no significant relationship revealed between learner anxiety and 
attitudes towards cooperative learning, Duxbury and Tsai (2010) still 
discovered that their Taiwanese university subjects¶ anxiety was 
higher as cooperative learning practice was frequently used, which 
seemed to be partially attributable to its being uncustomary to the 
learners. Arguably, other reasons could also be because the teacher¶s 
grouping means that some students need to work with peers whom 
they do not know or like or that only a few group members deal with 
the group task, i.e. the workload is unbalanced. These are several 
common problems when it comes to working in groups. It can, 
furthermore, be inferred from the above predictor that people with 
introverted personalities are comparatively more likely to feel anxious 
in a foreign language classroom, a social context. However, Liu¶s 
(2006) subjects felt relatively at ease when working in pairs and doing 
group discussions. It is arguable that cooperative learning or working 
in groups per se is beneficial for individual learning, but the social 
interaction within the group could be the context where problems 
occur.  
In terms of age, Horwitz et al. (1986) explain the reasons why 
older people are more likely to be anxious. Since adults normally 
UHJDUG WKHPVHOYHVDV µLQWHOOLJHQW¶ µVRFLDOO\-DGHSW¶ DQG µVHQVLWLYH WR
different social-FXOWXUDOPRUHV¶WKH\VKRXOGEHDEOHWRFRPPXQLFDWHLQ
their native language properly. By contrast, when it comes to 
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communicating in an L2, it becomes another story. This requires their 
ULVNWDNLQJDQGSUREOHPVFDQKDSSHQDQ\WLPHGXHWRµXQFHUWDLQRU
even unknown linguistic and socio-FXOWXUDO VWDQGDUGV¶ S
Moreover,  
 
Because complex and non-spontaneous mental operations 
are required in order to communicate at all, any performance 
LQWKH/LVOLNHO\WRFKDOOHQJHDQLQGLYLGXDO¶VVHOI-concept as a 
competent communicator and lead to reticence, 
self-consciousness, fear, or even panic (ibid.).  
 
In other words, L2 learners, especially older ones, may have difficulty 
using the second language in authentic communication because of the 
immaturity of their second language ability, which consequently 
results in foreign/second language anxiety (Gregersen and MacIntyre 
2014: 2; ibid.). With the considerations in mind, it is little wonder that 
adult learners probably have face concerns and/or are fearful of others¶ 
negative judgments, both of which have the potential to trigger 
anxiety in them if they make mistakes or perform badly in class.  
 Because language learners are often classified into different levels 
of proficiency, it is interesting to understand whether the language 
anxiety of students changes with an increase in their language 
proficiency. Advanced learners, due to their higher proficiency, should 
feel less anxious in class (Woodrow 2012: 194), but it seems from the 
study results below that language competence alone may not 
accurately indicate an individual¶s level of anxiety. That is, the 
conditions in the class, such as peer interaction and lesson contents, 
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are likely to influence the association between anxiety and proficiency 
levels. Several researchers have shown that there was no significant 
difference in the degree of anxiety of students at different levels of 
proficiency (Liu 2006; Onwueguzie et al. 1999; Saito and Samimy 
1996). However, when the means of anxiety are looked into by 
proficiency level, learners at each level did declare different degrees of 
anxiety. Among Liu¶s Chinese university students, low-level ones 
demonstrated the highest anxiety, advanced the lowest, and 
intermediate moderate. This finding supports Horwitz et al.¶s (2010) 
argument that µalthough anxiety is typically associated with beginning 
[lower-level] language learners, it has been identified in learners at all 
levels¶ (p. 100). Moreover, iQ6DLWRDQG6DPLP\¶Vstudy with students 
of Japanese at the University of Texas, the advanced group was the 
most anxious, whereas the intermediate group was the least anxious. 
By contrast, the mRVWDQ[LRXVVWXGHQWVLQ2QZXHJX]LHHWDO¶VVWXG\
were in the intermediate group, while the least anxious were in the 
advanced group. The inconsistency of these results may be 
attributable to the design of the questionnaires used, classroom 
learning content, and foreign languages tested. 
There were only five items in Saito and 6DPLP\¶ s questionnaire 
related to language anxiety; however, Onwueguzie et al. utilized the 
FLCAS, specifically designed to test language anxiety. In addition, 
Saito and Samimy explained their results from the perspective of the 
SDUWLFLSDQWV¶ FODVVURRP learning content. Since beginning and 
intermediate groups had similar classroom activities (speaking and 
listening), the anxiety level dropped when the level of familiarity with 
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the training content increased in this group. On the other hand, the 
advanced class focused on writing and reading. The students had to 
accommodate a dramatic change in skills to be learnt and lost the 
opportunity to practise speaking. Therefore, they became quite 
uneasy at this stage of change (p. 245). In terms of Onwueguzie et 
DO¶V VWXG\ WKHUH ZDV QR LQIRUPDWLRQ DERXW WKHLU VWXGHQWV¶ FRXUVH
content, so no way to explain their situation from this perspective. 
With regard to the languages examined, Saito and Samimy only 
tested Japanese, while Onwueguzie et al. included French, German, 
Spanish, and Japanese. It may be reasonable to claim that the 
findings from the latter research study are more convincing since they 
employed a questionnaire specific to language anxiety, and also 
involved students of different foreign languages in the study.  
µ$ELOLW\JURXSLQJ¶VHHPVWRDOVRJLYHDQLQVLJKWLQWRWKHGHJUHHRI
learner anxiety. One advantage of this may be that learning with 
people with the same level of proficiency makes learners, especially 
lower level ones, less worried about falling behind. Liu (2008) 
LQYHVWLJDWHG 7DLZDQHVH XQLYHUVLW\ VWXGHQWV¶ 1  DQG (QJOLVK
WHDFKHUV¶1 DWWLWXGHVWRZDUGVDELOLW\JURXSLQJDQGLWVHIIects on 
learning via a questionnaire. According to the results considering 
affective features, both the students and teachers mostly agreed that 
placement helps decrease pressure and anxiety and increase the 
confidence and motivation of the learners. Furthermore, unlike high 
achievers, lower ones strongly supported the above statement. The 
UHVHDUFKHU FLWHG .XOLN¶V  GLVFRYHU\ WR H[SODLQ WKH DGYDQFHG
VWXGHQWV¶FDVH  
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They may become less satisfied with themselves and 
experience a slight decline in the perception of their ability 
and self-confidence. Their academic self-concept is likely to 
decrease due to higher expectations from their teachers and 
more competition from other counterparts (p. 241).  
 
That is, when an (advanced) learner¶s higher self is challenged in a 
seemingly competitive environment, anxiety about learning could also 
result.  
6LPLODUO\ 6X  UHVHDUFKHG 7DLZDQHVH WHUWLDU\ VWXGHQWV¶
SHUFHSWLRQV RI µ(QJOLVK SODFHPHQW SUDFWLFH DQG LQVWUXFWLRQ¶ 6KH
collected 452 questionnaires in total. The findings of the first part of 
KHUVXUYH\DOVRVXSSRUWHG/LX¶VLQWHUPVRIDQ[LHW\1HYHUWKHOHVVVXFK
states as motivation and willingness to communicate were only agreed 
by a relatively small population. There was, furthermore, no 
significant difference in the means between low, intermediate, and 
high course levels regarding the effect of easing anxiety, which 
suggests that students at different levels all benefit from ability 
grouping for anxiety mitigation.  
The inconsistent results between these two studies may be 
attributable to such aspects as different student-teacher interaction or 
curriculum content, which were not identified by the researchers 
themselves. Nevertheless, from the perspective of questionnaire 
GHVLJQ/LX¶VVFDOHGLGQRWLQFOXGH neutral attitude and so her students 
needed to make meaningful choices. With a neutral choice in her scale, 
6X GLG ILQG WKDW DURXQG  SHUFHQW RI WKH SRSXODWLRQ VHOHFWHG µQR
RSLQLRQ¶RQQHDUO\KDOIRIWKHVWDWHments. This points to the problem 
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that people tend to choose the neutral item if there is one in a 
questionnaire or scale. Although the current research also uses a 
questionnaire with a Likert scale as a research tool, the scale provides 
five levels of anxiety for participants to indicate their emotional 
experiences in different situations. This requires the participants to 
select an item where appropriate, and each item carries its own 
meaning. Of course, this design also corresponds to the purpose of 
this study² examining students¶ anxiety levels.  
Gender is often a focus of interest in different disciplines, 
including language acquisition, since males and females are quite 
different from each other in not only their outward appearances but 
also their minds. Although Onwuegbuzie et al. (1997) reported that 
highly anxious people tended to be female and Park and French (2013) 
that Korean university female students felt much more anxious than 
male ones of English, different results have been revealed in the 
literature. Gender itself may play a less important role in learner 
anxiety than other factors like prior learning experiences and 
interactions with others involved in class.  
,Q .LWDQR¶V  DUWLFOH RQO\ PDOHV¶ GDWD GHPRQVWUDWHG D
negative and significant correlation between SR-CDs (Self-Rating 
Can-Do scale) and Japanese anxiety. That is, only male individuals 
became more anxious as they perceived themselves as incompetent in 
Japanese tasks $GGLWLRQDOO\ &DPSEHOO¶V  study of language 
anxiety of students of modern languages (between 18 and 21 years of 
age) at the Defense Language Institute in San Francisco found that a 
significant difference in anxiety level appeared in the male group. She 
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VXFFHVVLYHO\HYDOXDWHGVWXGHQWV¶DQ[LHW\EHIRUHVWDUWLQJan intensive 
language course (survey 1) and after two weeks (survey 2). The 
VWDWLVWLFDO UHVXOW RI VXUYH\  EHWZHHQ PHQ¶V DQG ZRPHQ¶V GDWD
revealed that males were comparatively more anxious than females. 
In comparing surveys DQGRQO\PDOHV¶DQ[LHW\OHYHOVLJQLILFDQWO\
increased within the two weeks. It was speculated that other potential 
YDULDEOHV VXFK DV µWHDFKHU GLIIHUHQFHV¶ RU µWHDFKLQJ PHWKRGRORJ\¶
may have had an influence, but there was no clear clue as to the 
reasons for the finding²a deficiency, perhaps, due to the use of 
quantitative methods, which offer no opportunity to probe and prompt 
participants¶ responses ,W ZDV DOVR VXJJHVWHG WKDW µGHWHFWLQJ WKH
effect of one specific variable on the subjects would require further 
UHVHDUFK¶ S  because of the complicatedness of a learning 
environment. Interestingly, Matsuda and Gobel (2004) and Dewaele 
and Ip (2013) IRXQG QR VLJQLILFDQW GLIIHUHQFH EHWZHHQ PHQ¶V DQG
ZRPHQ¶VOevels of English anxiety in Japanese university students and 
in Hong Kong secondary school students (aged between 16 and 20). 
 Whether the student has spent time in a foreign country can also 
affect language learning anxiety. Broadly speaking, those who had 
been to the country where the target language was spoken had 
comparatively low anxiety in the foreign language classroom (Aida 
1994; Matsuda and Gobel 2004). The reason was thought to be likely 
related to the experience of exposure to the language, culture and 
people in the country (Aida, p. 163). This seems to suggest that the 
purpose of visiting and the length of staying in the country are 
questions which need to be asked and answered when exploring the 
 65 
 
connection between anxiety and overseas experience where the 
target language is spoken, although such experience could also 
become an emotional burden for the learner. 
,QFRQWUDVWSHRSOHLQ.LWDQR¶s (2001) project who had spent some 
time in Japan were comparatively more likely to get anxious as they 
felt negatively evaluated in the language classroom, although there 
was also a (smaller) significant correlation between anxiety level and 
IHDURIQHJDWLYHHYDOXDWLRQLQµKDGVSHQWQRWLPHLQ-DSDQ¶JURXS:LWK
their strong fear of negative evaluation, those who had been to Japan 
were conscious of their image as experienced people and thought that 
they were expected to perform better than the others who had never 
been there (ibid., p. 558). 
Furthermore, Saito and Samimy (1996) discovered an interesting 
finding in the correlation with language class anxiety. The longer the 
intermediate students had stayed in Japan, the higher their level of 
anxiety was. They explained that those students were less anxious at 
the beginning level since they had experienced the language and 
culture. However, when they moved to intermediate level, the 
advantage of their overseas experience might slip away if other peers 
who had never been abroad caught up with or surpassed them. This 
situation may have caused students to experience anxiety (p. 247). 
Arguably, this result was not valid enough since they investigated 
different students at different course levels, rather than the same 
students over time. It is difficult to know, therefore, whether the 
current elementary level students would experience the same 
situation on reaching WKHKLJKHUOHYHO0RUHRYHULIµOHQJWKRIWLPHLQ
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-DSDQ¶ LV RQHRIWKHNH\VWRWKHVHVWXGHQWV¶DQ[LHW\OHYHOWKHQWKH
correlation at the elementary level should be (negatively) significant. 
Yet, that is not the story at all.   
 In addition to those mentioned above, scholars also have tried to 
look for other traits and affective factors within language anxiety. By 
contrast to research using scales, Gregersen and Horwitz (2002) 
examined the relationship between anxiety and perfectionism by 
conducting an experiment and looking into specific aspects of L2 
related perfection. Without adopting a general perfection scale, their 
study arguably revealed more reliable and valid findings because the 
measures were specific to second/foreign language learning.  
They interviewed the four most anxious and the four least anxious 
Chilean university students of English about their opinions of their 
videotaped oral performance. The purpose of this research was mainly 
to discover what could be further exploited from the perspective of 
perfectionism in language learning. They invited their participants to 
comment on their performance, which was audio-recorded and rated 
E\ WKUHH H[SHULHQFHG UHVHDUFKHUV LQ WHUPV RI µKLJK SHUVRQDO
SHUIRUPDQFH VWDQGDUGV DQG SURFUDVWLQDWLRQ¶ µIHDU RI QHJDWLYH
HYDOXDWLRQ¶DQGµHUURUFRQVFLRXVQHVV¶DVLQGLFHV of perfectionism.  
As the result demonstrated, the most anxious students were 
rated comparatively high in frequency for each item above. 
Interestingly, the raters WULHGWRUDQNWKHHLJKWVWXGHQWV¶DQ[LHW\OHYHOs, 
and obtained 92 % consistency with FLCAS. The anxious students not 
only avoided or delayed their foreign language learning, but 
attempted to avoid the topic related to their videotaped performance.  
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Learners with perfectionist attitudes apparently neither wanted to 
expose themselves to nor be reminded of (their) poor or undesirable 
L2 learning experiences. In addition, they mentioned how peers would 
negatively evaluate them, and negatively compared themselves with 
RWKHUV$VSHUIHFWLRQLVWVWKH\SDLGDWWHQWLRQWRHUURUVDQGµODPHQWHG¶
them (ibid.: 566-7), that is to say, they did not allow their image or 
class performances to be negative or flawed.  
 As anxious learners may avoid any situations that they think 
might possibly embarrass them or reveal their inability, some 
researchers have tried to associate language anxiety with risk-taking, 
sociability, or willingness to communicate. These learner differences 
indicate that the process of language learning must involve 
µinteraction¶. It is thus reasonable to infer that when not participating 
in an interaction-based practice, an individual may experience anxiety. 
Of course, a learner could easily become anxious or be highly anxious 
in class if they are unsociable and quiet and do not take risks in their 
daily life. 
Ely (1986) statistically examined the numerical data from his 75 
participants, who were university students of Spanish in northern 
California. In the regression model, Language Class Discomfort 
(language anxiety) significantly negatively predicted their Language 
Class Sociability and Language Class Risk-taking. In other words, 
students with high anxiety levels would have difficulty socializing and 
taking risks in the foreign language classroom, which can, in turn, 
influenced their classroom participation, especially for those who were 
fearful of taking risks. Similarly, Liu and Jackson (2008) tested the 
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correlation between unwillingness to communicate and English 
language anxiety in their Chinese university students. Their statistical 
results indicated a positive relationship between the two. The quieter 
the students stayed in class, the more anxious they were. They also 
found the correlations between that and sociability and risk-taking to 
be negatively significant. Again, a strong negative relationship was 
revealed in the correlation between foreign language anxiety and 
these two variables. Therefore, when language learners sit quietly or 
procrastinate about responding, their teacher may reasonably 
speculate that they are experiencing language anxiety.  
 
2.4 What effect does FLA have on language learning? 
 The above review has referred to some effects correlating with 
language anxiety. No matter what area of learning is influenced, 
language anxiety, generally speaking, has been shown to play a 
negative role in language learning. It has manifested not only in poor 
performance, but also in non-verbal behaviors. Hence, there are still a 
number of phenomena which could identify language anxiety or other 
learning difficulties. Following on from the sources of anxiety, its 
influence on achievement, (social) behavior, and cognition is 
discussed below.  
 
2.4.1 FLA and achievement 
 Achievement here includes students¶ VHOI-perceived language 
performance, course final grades, and outcome measures. Before 
some related research findings are discussed, the relationships 
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between FLA and these results may be inferred from the literature 
above. The most obvious clue is that language anxiety was negatively 
associated with sociability, risk-taking, and willingness to 
communicate. As Horwitz et al. (1986) state µVHFRQG ODQJXDJH
communication entails risk-tDNLQJDQGLVQHFHVVDULO\SUREOHPDWLF¶ (p. 
128), which suggests that making progress in the L2 requires constant 
efforts to try to use the language as necessary. More precisely, Ely¶V 
(1986) Level 1 VWXGHQWV¶RUDOFRUUHFWQHVVZDVSRVLWLYHO\SUHGLFWHGE\
claVVURRPSDUWLFLSDWLRQ+HQFHµWKHSUREOHPRIDQ[LHW\«UHSUHVHQW>V@
serious impediments to the development of second language fluency 
DVZHOODVSHUIRUPDQFH¶+RUZLW]HWDOZKLFKUHVXOWVLQ
low proficiency and course grades (Gregersen and MacIntyre 2014: 3; 
cf. Park and French 2013). 
 Anxious individuals are more likely to conceive of their language 
grade as lower, and their actual final grades are probably poorer than 
those of less or non-anxious learners. The former seem to have low 
self-confidence in their performance (Sampasivam and Clément 2014: 
24); the latter shows what the accumulative effects of anxiety can be 
on language acquisition. Aida (1994) recruited 96 students of 
Japanese at the University of Texas at Austin and examined the 
relationship between their FLCAS results and course grades. The 
correlation between the two variables was reported as being 
significantly negative. In other words, the more anxious a student was 
in the Japanese class, the poorer their Japanese grades were. In a 
VLPLODUZD\6DLWRDQG6DPLP\¶VSURMHFWLQREWDLQHGWKHUHVXOW
that language class anxiety significantly predicted the final grades of 
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intermediate and advanced students of Japanese. The anxious 
students were most likely to receive low final grades. 
In addition, Onwuegbuzie et al. reported from their study in 1999 
that the strongest correlation was between foreign language anxiety 
DQG µH[SHFWHG ILQDO IRUHLJQ ODQJXDJH FRXUVH DYHUDJH¶ ZKLFK DOVR
provided the best predictor of FLA. In view of these results, the 
VWXGHQWV¶GHJUHHRIDQ[LHW\ZDVKLJKHUDVWKHLUH[SHFWDWLRQRISRRU
course averages increased. Moreover, those who anticipated receiving 
poor course grades probably experienced FLA in the classroom. 
Although the above correlation analysis cannot tell the casual 
relationship between foreign language anxiety and the self-perceived 
or real academic result, the direction of the effect could be explained 
in either way. It is consequently reasonable to claim a recursive 
relationship between the two. It is also worth noting that high-anxiety 
learners probably underestimate their language attainment, whereas 
their low-anxiety counterparts are perhaps overoptimistic and 
overestimate their capability (Gregersen 2003; MacIntyre et al. 1997). 
From these studies, foreign language anxiety certainly has a close 
relationship to both individuals¶ expected and actual final course 
grades.  
 Not only are the above course grades, but production outcome is 
also connected with foreign language anxiety. A number of studies 
about production performance have revealed its being influenced by 
language anxiety in a negative way (Woodrow 2006). (It is undeniable 
that language production involves cognitive processing, that is to say, 
anxiety inhibits cognition processes from functioning well.) Although 
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some researchers statistically examined this relationship, some did 
this by conducting an experiment. It is especially important for those 
adopting the experimental approach to ensure that the participants¶ 
anxiety is aroused in the experimental context as this is the key to a 
valid examination of the effects of anxiety on production. The present 
study is not experimental and the participants are university learners 
of English, therefore the above problem is not relevant.  
For instance, Young (1991b) examined the relationship between 
language anxiety and production performance with university 
students and prospective teachers of French, Spanish, and German. 
She found that the correlation between anxiety measures and an oral 
proficiency interview (conversation-based) presented a significant 
negative relationship, indicating that performance is poorer as the 
anxiety level increases. However, the significant association 
GLVDSSHDUHGZKHQWKHHIIHFWRIWKHYDULDEOHRISDUWLFLSDQWV¶DELOLW\ZDV
controlled for. The results LQGLFDWHGWKDWKHUVXEMHFWV¶DELOLW\UDWKHU
than anxiety might be the main factor influencing the oral interview 
results ,W ZDV DUJXHG WKDW WKH VXEMHFWV¶ DQ[LHW\ ZDV QRW strong 
enough to inhibit their production since the oral test was not officially 
administered and had QR µUHSHUFXVVLRQs¶ IRU WKH PDMRUV DQG
prospective teachers. Young suggested conducting the same research 
under the condition of the official administration of an oral interview 
test, which would likely be more anxiety-evoking to uncover the effect. 
The study below followed this suggestion and had a different result 
from the one above.  
 In her 1992 project with French learners studying at 
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Southwestern, Phillips looked at intermediate students of French and 
the effect of foreign language anxiety on their oral examination 
SHUIRUPDQFHZKLFKFRQWULEXWHGWRRIWKHVWXGHQWV¶Wotal course 
grade. According to the result, there was a significant negative 
correlation between anxiety and the oral test score, which also stayed 
WKH VDPH HYHQ DIWHU VWXGHQWV¶ ZULWWHQ H[DPLQDWLRQ DYHUDJHV ZHUH
accounted for. In detail, highly anxious stuGHQWV¶SURGXFWLRQZDVIRXQG
to have such characteristics as less content, shorter communication 
units, and fewer dependent clauses and target structures. Although 
<RXQJ¶VDQG3KLOOLSV¶UHSRUWVPD\QRWEHFRPSDUHGGLUHFWO\EHFDXVHRI
WKHVXEMHFWV¶EDFNJURXQds and the formality of their oral tests, Phillips¶ 
results indirectly suggest possible anxiety arousal from a formal 
H[DPLQDWLRQ )XUWKHUPRUH 3KLOOLSV¶ VWXG\ is more appropriate to 
illustrate the relationship between anxiety and oral performance 
within the classroom context as her participants were university 
students, and the test results were regarded as part of their course 
grade (Horwitz 2001: 118). This points out that a simulated context 
needs to be designed as similarly to the real one as possible so that 
the effect on the participants is similar and the results relevant.   
 In contrast, Steinberg and Horwitz (1986) attempted to 
investigate the effect of anxiety on English speech production of young 
adult Spanish speakers in a special way. In order to elaborate on the 
impacts, they ensured that some participants were anxious and some 
were not and attempted to compare the production results of anxious 
and non-anxious participants. They randomly assigned highly 
proficient students and less proficient students to two opposing 
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groups to experience either anxiety or comfortable conditions. They 
were then asked to describe three pictures in their respective contexts 
from three perspectives: the elements in the picture, the actual events 
in the picture, and imaging what will happen next. After that, they 
needed to complete a questionnaire (MAACL) to evaluate the 
effectiveness of the two conditions. The results demonstrated that 
students in the anxious atmosphere responded more descriptively 
than the other group in the comfortable context. Furthermore, the 
questionnaire findings significantly positively correlated with the 
experimental conditions, which explained the success of the anxiety 
arousal. They argued that those who were constantly stressed by 
assessment in the ESL classroom probably perceived the anxiety 
situation as credible and authentic, despite its artificiality. In other 
words, they successfully replicated the atmosphere of a real language 
classroom. On the basis of these findings, language anxiety indeed 
has a potentially powerful impact on second/foreign language 
achievement.  
 
2.4.2 FLA and relevant behavior 
Generally speaking, human beings are able to control their own 
acts and behavior to deliver their intentions. However, acts and 
behavior may also activate themselves without conscious human 
control. To be precise, psychological states, such as (language) 
anxiety, are often likely to manifest themselves in subconscious 
behavior (Gregersen 2007). Therefore, it is not surprising that 
researchers have noticed changes in human behavior due to the 
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arousal of anxiety in language classrooms. Nevertheless, not much 
research has examined the effect of anxiety on language learnHUV¶
verbal/nonverbal behavior, maybe partly because the findings do not 
provide an insight into the effect on language development and there 
is no clear definition of anxiety related behavior.  
Horwitz et al. (1986) found some behavior associated with anxiety, 
also cited in or supported by other literature, during her collection of 
FLCAS items. Anxiety arousal influences not only external behavior, 
but also physiological (and cognitive) functions. According to their 
descriptions, anxious language learners are likely to (1) have difficulty 
µFRQFHQWUDWLQJEHFRPHIRUJHWIXOVZHDWDQGKDYHSDOSLWDWLRQV¶
skip their classes or defer the submission of their assignments, (3) 
freeze up in role-play activities, (4) have difficulty identifying the 
sounds and structures of and understanding the information of a 
target language message, (5) suddenly forget the details of the 
knowledge being tested, (6) answer questions incorrectly, but, in fact, 
know the appropriate responses, (7) overstudy to avoid making errors 
in their future performance, (8) choose the seat in the last row of the 
classroom for avoidance (pp. 126-130), or even resort to µGURSSLQJ
RXWRIODQJXDJHOHDUQLQJ¶Dewaele and Thirtle 2009; Gregersen and 
MacIntyre 2014: 3). Although anxious individuals can display quite 
different behaviors, those mentioned above could be promising 
indexes for language instructors to detect who is anxious in their 
classroom.  
 Different from the above, Gregerson (2005) conducted an 
observation study to look into the manifestation of language anxiety in 
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anxious and non-anxious leaUQHUV¶IDFLDODQGERGLO\H[SUHVVLRQVFrom 
this comparison, different behavioral manifestations of anxiety were 
easily identified in the two groups. She first separated beginner 
students of French into high and low anxiety groups from FLCAS 
scores. The students then attended a 4 to 7 minute oral examination, 
videotaped for the purpose of observation. The videos were then 
viewed by three trained raters to analyze the frequency and duration 
of some specific nonverbal behaviors. The analytical results from the 
raters were quite similar to one another, with 91 % consistency.  
It can be predicted that anxious students will have stiffer facial 
expressions and appear physically more constrained than the 
non-anxious ones. Based on their analysis, highly anxious learners 
tended to 
 
maintain more tense facial muscles, limiting the movement of 
the brow. They blinked more, smiled less, and had more 
limited eye contact with the teacher, sometimes even closing 
WKHLUH\HVFRPSOHWHO\«VDWXSULJKWLQWKHLUFKDLUVRU OHDQHG
slightly backwards; their bodies were tense and were 
generally maintained in a closed-body position with their 
arms and legs crossed. When they did move their upper limbs, 
it was not to gesture naturally, but to adjust clothing, scratch 
the face, stroke their hair, or play with a pen. Feet were in 
constant motion, jiggling and tapping. Unlike their 
non-anxious counterparts who actively participated with 
immediacy behaviors such as positive head nods, the anxious 
learners did not (p. 393).  
 
This anxiety-related behavior notwithstanding, some issues may 
require discussion to decide whether to use nonverbal cues as 
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indicators of anxiety. Some language learners have not yet fully 
developed their target language communication skills, therefore it 
would be difficult for them to describe their feelings in the L2 (p.389). 
Arguably, the types of teacher may play an important role here. This 
situation would not happen if the teacher speaks the same L1 as the 
learners. Compared to verbal communication behaviors, nonverbal 
channels show true feelings and emotions since they are 
subconsciously controlled (p.389), so can be a better indicator. 
On the other hand, nonverbal behavior has its own limitations as 
evidence of anxiety: (1) one behavior may be interpreted differently 
by different people, (2) certain behaviors may be strongly connected 
to the local culture and context (also mentioned by Oxford and 
Ehrman 1993: 194), (3) the nature of relationships may influence 
behaviors, (4) certain behavior may be idiosyncratic (pp. 394-5), and 
(5) it could be, in my view, difficult to tell the level of anxiety from the 
external behaviors. Considering the fifth point, a scale is still needed in 
the current research to understand learners¶ anxiety levels. 
Nonetheless, it is a promising start for looking at different anxious and 
non-anxious lHDUQHUV¶ nonverbal behaviors. If more research can be 
conducted from this perspective, then the repeated behavior patterns 
to help teachers identify language anxiety or relevant emotions and 
offer support to those who are anxious in the target language 
classroom. In order to avoid the above concerns, this research 
investigates the effect of anxiety on nonverbal behaviors directly from 
the views of anxious students and the teachers.  
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2.4.3 FLA and cognitive processing 
 MacIntyre and Gardner are the two major scholars who have 
devoted their research to examining the effects of language anxiety on 
cognitive processing in language learning (1987; 1989; 1991b; 1991c; 
1994). Instead of only achievement, they attempted to reveal the 
specific effects of anxiety on each stage of learning, which may remind 
teachers and learners to foster a positive atmosphere from the outset. 
Their inspiration for conducting their studies possibly came from 
.UDVKHQ¶VFRQFHSWRIWKHµDIIHFWLYHILOWHU¶LQVHFRQGODQJXDJH
leaUQLQJDQG6WHLQEHUJDQG+RUZLW]¶VVXJJHVWLRQIRUDQHZ
research direction. Krashen (1985) holds that language input may not 
successfully proceed into the cognitive system if the affective filter 
lowers and becomes a block. In other words, a learner may not be able 
to fully take in what s/he has newly encountered when in a negative 
state mode, such as anxiety. Steinberg and Horwitz found that most 
language anxiety research only employed general measures/course 
grades to explore the effects of language anxiety on language 
DFKLHYHPHQW,WKDVKRZHYHUEHHQVXJJHVWHGWKDWWKHPRUHµVXEWOH
HIIHFWV¶VXFKDVRQindividual language skills or cognitive functioning, 
should be explored in order to truly understand the interaction 
between anxiety and target language learning, i.e. from the beginning 
to the end.  
 In their studies about the effects of anxiety on the cognitive 
processing of foreign language learning, MacIntyre and Gardner 
referred WR(\VHQFN¶VDQG7RELDV¶) explanation of how 
anxiety could interfere with a person¶VFRJQLWLYHfunctioning system in 
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learning. Eysenck argues that anxious people have difficulty fully 
concentrating on dealing with a given task and therefore fail to 
perform it well:  
 
Worry and other task-irrelevant cognitive activities 
associated with anxiety always impair the quality of 
performance. The major reason for this is that the 
task-irrelevant information involved in worry and cognitive 
self-concern competes with task-relevant information for 
space in the processing system (p. 364).  
 
Furthermore, Tobias proposes a model demonstrating the effects of 
anxiety on instruction-based learning. He divides the whole learning 
process into three stages²input (preprocessing), processing, and 
output (post-processing)²to look into the impacts of anxiety on each 
stage of learning.  
Based on the work of Eysenck and Tobias, MacIntyre and Gardner 
(1994) then suggest how anxiety affects the three stages of language 
learning. 7KH LQSXW VWDJH LOOXVWUDWHV D OHDUQHU¶V LQWDNH Rf new 
LQIRUPDWLRQ HQFRXQWHUHG 7R EH VSHFLILF µH[WHUQDO VWLPXOL DUH
encountered and internal representations are made; attention, 
FRQFHQWUDWLRQ DQG HQFRGLQJ RFFXU¶ 2QFH DQ[LHW\ LV DURXVHG DQG
LPSHGHVDOHDUQHU¶Vability to take in new information, the impediment 
will have further impacts on the processing and output stages since 
only a little information can be used. At the processing stage, a learner 
attempts to carry out the µRUJDQL]DWLRQVWRUDJHDQGDVVLPLODWLRQRI
WKHPDWHULDO¶ in their memory. Speed and accuracy hence become two 
important indicators here, considering the internalization of the items 
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from the input stage. When a learner confronts anxiety evocation at 
the processing stage, it may take him/her more time to learn and 
understand material, especially in difficult tasks. The output stage is 
concerned with whether a learner has the ability to utilize the learnt 
knowledge to perform properly. Production is heavily dependent on 
WKHSUHSDUDWLRQLQWKHSUHYLRXVVWDJHVZKHQLWFRPHVWRµorganization 
RIWKHRXWSXW¶DQGVSHHGRIUHWULHYLQJLWHPVA learner may forget the 
knowledge required to address the current task due to anxiety, but is 
able to recall that when the situation finishes (pp. 286-7).  
 As the above explains, each (language learning) stage is likely to 
be influenced by the arousal of anxiety (Zheng 2008). In order to 
elaborate the effects, MacIntyre and Gardner conducted the very first 
study in 1994 looking into the effects of language anxiety on all the 
three stages of the cognitive process of language learning. They also 
developed a questionnaire (IOPAS: Input, Processing, and Output 
Anxiety Scales) specific to each stage, as one of the measures, to 
examine the subtle effects on each stage. Within the research, all the 
participants were English native speakers and enrolled in the first year 
credit French course at a monolingual Canadian university. The 
students were invited to fill in language anxiety scales, and their 
course grades were collected as well. After that, they had to complete 
several tasks respectively designed for each of the stages. It should be 
noted that some tasks had to be done in both French and English. 
Although each stage scale result could be correlated with other stage 
WDVNVRQO\µRQHWRRQH¶UHODWLRQVKips were discussed and emphasized, 
e.g. the results of input scale on input tasks.  
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 The result demonstrated that the final grade significantly 
negatively correlated with the IOPAS, which may be indicative of the 
cumulative effects of French learning over the year (p. 294). Moreover, 
it was reported that each stage scale was indeed associated with some 
of its representative performance measures. Interestingly, language 
anxiety did influence the time spent on the identification of French 
words in the input sWDJHLHWKHKLJKHUWKHVORZHU$VIDUDVµ3DLU
$VVRFLDWLRQ/HDUQLQJ7HVW¶LQWKHSURFHVVLQJVWDJHZDVFRQFHUQHG
anxious learners again spent longer preparing for and taking the 
measure, but their scores were lower. (Due to the fact that the 
outcome of pairing concerned itself with the production of French, 
they identified the score with a measure of the output stage.) However, 
no significant correlation was found between anxiety and study time, 
test time, and score in Test 2. This may indicate that anxious students 
could compensate for their poor outcome performance by extra time 
spent on learning. That is, the extra time spent can help them properly 
internalize the knowledge for the future use as output/production. 
In terms of the output stage, a significant association only 
happened between language anxiety and tasks in French rather than 
English (MacIntyre and Gardner 1991c). In the self-description task, 
i.e. self-introduction, anxious learners tended to speak less, with a 
foreign accent, with a lack of fluency, and with less complexity in 
sentences. They also produced less consistent descriptions between 
their English and French versions, which was thought to be due to 
inadequate vocabulary. What caused this inadequacy were such 
effects of anxiety as difficulty in retrieving the appropriate items or 
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possessing too limited vocabulary (p. 299-300). On the other hand, it 
LVVXUSULVLQJWKDWWKHUHZDVQRVLJQLILFDQWFRUUHODWLRQEHWZHHQµ'HSWK¶
(use of superficial vs. more personal items) and output anxiety, which 
seems to contrast with 6WHLQEHUJ DQG +RUZLW]¶V  UHVXOWs. 
,PSRUWDQWO\ µ$FFHQW¶DVRQHRI WKHFULWHULDRIRXWSXWSHUIRUPDQFH
appears to be inappropriate here. Based on the Critical Period 
Hypothesis, L2 learners over a certain (disputable) age, especially 
adult learners, are generally less likely to acquire a native-like accent. 
From this point of view, the effects of anxiety on accent should be 
questioned in this study. Considering the effects of anxiety on the 
individual stages, the anxious learners had WZRFKDUDFWHULVWLFVµD
VPDOOHU EDVH RI VHFRQG ODQJXDJH NQRZOHGJH¶ DQG  µGLIILFXOW\
GHPRQVWUDWLQJ WKHNQRZOHGJH¶ they SRVVHVVHG WKXV µWKHSRWHQWLDO
effects of language anxiety on cognitive processing in second 
ODQJXDJH DSSHDU SHUYDVLYH DQG PD\ EH VXEWOH¶ 0DF,QW\UH DQG
Gardner 1994: 301). 
 From the literature on the effects of anxiety, the participants 
seemed to only have little opportunity to reflect on the effects of 
anxiety on their learning and performances in class. In other words, 
the researchers mostly collected, analyzed, and interpreted responses 
given µpassively¶ by the learners. Considering the limitations of 
non-verbal behaviors, one direct solution to this may be to ask 
participants to describe how they feel when anxious in a given 
situation, which could provide solid answers to the question. Moreover, 
due to difficulty in conducting experiments and because cognitive 
processing is a mental operation, SDUWLFLSDQWV¶ expression of their 
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perceived effects can provide the researcher with a straightforward 
insight into the cognitive consequences of FLA and participants with an 
opportunity to reflect on their learning conditions. Therefore, this 
study asked participants questions and to share their perceptions of 
the manifestations of anxiety with me.  
 
/HDUQHUV¶FRSLQJWDFWLFVIRUFLA 
 As the literature has shown so far, language anxiety has been 
discussed and researched from different aspects, such as its causes 
and effects. There seem to be few studies investigating how students 
deal with their anxiety inside (or outside) the classroom, i.e. coping 
strategies for language anxiety (Kondo and Yang 2004; Marwan 2007). 
As anxiety has been shown to have a negative impact on L2 learning, 
coping with the emotion by employing strategies becomes important if 
learners want to enhance their ability in the target language. This 
DUJXPHQWZDV DOVR LQGLFDWHG LQ DQG VXSSRUWHG E\2[IRUG¶V 
theory of language learning strategies, one of which is about affective 
management²affective strategies. Affective strategies consist of 
µORZHULQJ \RXU DQ[LHW\¶ µHQFRXUDJLQJ \RXUVHOI¶ DQG µWDNLQJ \RXU
HPRWLRQDO WHPSHUDWXUH¶ $OWKRXJK WKHVH VWUDWHJLHV VHHP WR EH
LQWHUUHODWHG RQO\ WKH ILUVW RI 2[IRUG¶V FDWHJRULHV FRQWDLQLQJ WKUHH
specific strategies, apparently indicates the coping tactics for anxiety. 
The number of strategies therefore needs to be further explored and 
extended, which is one aim of this research.  The following studies 
demonstrate what has been done so far in terms of the issue of 
VWXGHQWV¶RUOHDUQHUV¶VWUategies for coping with their anxiety. 
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 Kondo and Yang (2004), due to the scarcity of literature on 
VWXGHQWV¶FRSLQJWDFWLFVIRUODQJXDJHDQ[LHW\GHFLGHGWRH[SORUHZKDW
strategies were utilized to deal with learning anxiety and their 
relationships to leaUQHUV¶GHJUHHRIDQ[LHW\7KHUHVHDUFKHUVUHFUXLWHG
209 students (93 females; 106 males) enrolled in basic English 
courses at two universities in Japan. The participants were aged 
between 18 and 37, averaging 21.1 years. They first needed to 
complete an English anxiety scale (ELCAS). After one week, they were 
asked to write down the strategies they had used to tackle their 
anxiety in English classes from junior high school to university. 
Because seven students were absent from this phase, their ELCAS 
results were discarded. 
%DVHGRQWKHVWXGHQWV¶UHSRUWVFRSLQJWDFWLFVZHUHLGHQWLILHG
However, owing to some repetition, the 373 strategies were then 
reduced to 70. Five categories of strategies finally emerged from the 
RQHVµSUHSDUDWLRQ¶µUHOD[DWLRQ¶µSRVLWLYHWKLQNLQJ¶µSHHUVHHNLQJ¶
DQG µUHVLJQDWLRQ¶ µ3UHSDUDWLRQ¶ZDV WKHPRVWFRPPRQO\UHSRUWHGof 
the five, whereas µSHHU VHHNLQJ¶ WKH OHDVW FI 0DUZDQ  :HL
2013). Moreover, there were no significant relationships between the 
use of the five strategies and the levels of anxiety. Since the 
participants were asked to recall their strategy use between junior 
high school and university, it could be argued that the focus was 
unclear and the differences invisible concerning the use of coping 
strategies at different educational levels, although one of their aims 
here was to develop a typology of anxiety coping tactics.  
 In his study of 2007, Marwan attempted to understand 
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,QGRQHVLDQ VWXGHQWV¶ IRUHLJQ [second] language anxiety by 
quantitatively analyzing two valid sets of questionnaires from 76 
students (males: 38; females: 38) taking lower and upper immediate 
level English courses (lower: 40; upper: 36) at an Indonesian 
university. One of the major issues investigated was what strategies 
were used by students to cope with their anxiety about learning 
English in class. 
With hierarchical cluster analysis on the questionnaire data, there 
ZHUHILYHVWUDWHJLHVUHYHDOHGLHµSUHSDUDWLRQ¶µUHOD[DWLRQ¶µSRVLWLYH
WKLQNLQJ¶µSHHUVHHNLQJ¶DQGµUHVLJQDWLRQ¶Of WKHVHVWUDWHJLHVµSHHU
VHHNLQJ¶ ZDV FRPPRQO\ HPSOR\HG ZKHUHDV µUHVLJQDWLRQ¶ ZDV
unpopular (c.f. Kondo and Yang 2004; Wei 2013). As far as gender is 
concerned, neither males nor females seemed inclined towards the 
µUHVLJQDWLRQ¶VWUDWHJ\7KHQXPEHURIIHPDOHVWXGHQWVXVLQJWKHRWKHU
four strategies were all larger than those of male ones. Regarding the 
levels of the classes, the lower intermediate students used the 
VWUDWHJLHVPRUHWKDQWKHXSSHURQHVKRZHYHUµUHVLJQDWLRQ¶ again was 
not considered by either group as a coping strategy for their anxiety in 
class. 
Although several types of strategies were revealed from the 
VWXGHQWV¶ TXHVWLRQQDLUH GDWD WKH FORVH-ended form of the 
questionnaire may have limited responses and our understanding of 
their strategy use, especially the number and diversity, as they were 
only presented with a limited number of strategies. Compared with 
.RQGR DQG <LQJ¶V   VWUDWHJLHV RQO\  ZHUH LQFOXGHG LQ
0DUZDQ¶VTXHVWLRQQDLUH  
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 A number of semi-structured individual interviews were carried 
out by Wei in 2013 to explore what strategies Chinese university 
students employed to cope with their anxiety in their English 
classroom. 25 1st and 2nd year students were recruited from five 
universities for ethic groups in Guizhou Province, China. 
Based on his analysis of the interview data, five major coping 
strategies were identified LH µSUHSDUDWLRQ¶ µKHOSSHHU VHHNLQJ¶
µUHOD[DWLRQ¶ µUHVLJQDWLRQ¶ DQG µSRVLWLYH WKLQNLQJ¶ µ3UHSDUDWLRQ¶ DQG
µKHOSSHHUVHHNLQJ¶ZHUHWKHWZRVWUDWHJLHVPRVWDGRSWHGWRGHDOZLWK
the prREOHPRIDQ[LHW\LQFODVVEXWµSUREOHPVROYLQJ¶ZDV the least 
mentioned and so was not regarded as a strategy commonly used by 
the students (c.f. Kondo and Ying 2004; Marwan 2007). 
,WLVLQWHUHVWLQJWKDW:HLWRRNµHWKQLFJURXS¶DVDYDULDEOHZKHQ
looking at the issue of coping strategy use, but he did not clarify the 
reason for doing this in his research. Compared with the above two 
studies, students from different places seem to employ similar coping 
strategies for anxiety. These tactics appear to suggest that they do not 
(1) know how to deal with their anxiety, (2) develop effective 
strategies, and/or (3) care about anxiety arousal because most of the 
strategies may only help them in the anxious situations encountered, 
not escape from their sources of anxiety. It could therefore be argued 
WKDW HWKQLF JURXS KDV OLWWOH LQIOXHQFH RQ VWXGHQWV¶ VWUDWHJ\ XVH
however, this claim should be examined by more studies to see 
whether it has a role in the issue of anxiety.   
 In the light of the above, the current study focuses on a particular 
research population²university learners of English as a foreign 
 86 
 
language in Taiwan. Because the participants in these studies were 
asked to directly reflect on their coping strategies, it was assumed that 
they could only provide a general list of strategies used when feeling 
anxious. This drawback could be overcome if they recalled their 
anxious situations first and then their coping tactics, which is the 
method used for collecting data from this study¶s participants so that 
the association between anxious situations and then coping strategies 
could be effectively formed. Due to the limitations of questionnaires 
mentioned above, a qualitative method was employed to investigate 
the students¶ strategies for mitigating their anxiety.  
 
7HDFKHU¶VSHUVSHFWLYHVof FLA in class  
 Learners themselves have been always the major concern in SLA 
research since individual differences were found to have a huge 
impact on success in second/foreign language learning. However, 
learning in class involves the interaction between teachers and 
students. If there is no proper, tacit understanding in their classroom 
interactions, the learning environment may become so 
learner-unfriendly as to hinder their learning. As Horwitz (2008: 11) 
points out µWHacher support and understanding are particularly 
LPSRUWDQW¶,WLVDOVRVXJJHVWHGE\2[IRUGDQG(KUPDQWKDWµWRSURYLGH
the most effective instruction possible, teachers of a second language 
(L2) should learn to identify and comprehend significant individual 
GLIIHUHQFHVLQWKHLUVWXGHQWV¶RQHRIZKLFKLVOHDUQHUDQ[LHW\
188). Therefore, some scholars, especially those interested in foreign 
language anxiety (e.g. Gregerson 2007; Liu 2012; Ohata 2005; Trang 
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et al. 2013), have also started to look at learner affect/emotion from 
ODQJXDJHWHDFKHUV¶SHUVSHFWLYHV$OWKRXJKWKHOLWHUDWXUHRIWHDFKHUV¶
viewpoints/perceptions about learner anxiety has emerged only 
slowly and in a scattered way, it is still worth mentioning and 
discussing some recent relevant studies to see what has been 
discovered so far.  
 Ohata conducted several interviews in 2005 with seven English 
(FL/SL) teachers studying on an MA TESOL course at an American 
university. They came from different countries, with different years of 
teaching experience in secondary school, university, or private 
institutions. The main purposes of his study were to investigate 
WHDFKHUV¶SHUVSHFWLYHVRQODQJXDJHDQ[LHW\DQGZKHWKHUWKHUHLVDJDS
EHWZHHQWHDFKHUV¶XQGHUVWDQGLQJVof WKHLVVXHDQGVWXGHQWV¶DIIHFWLve 
needs in the learning context. 
According to the results, his participants believed that anxiety can 
KDYH DQ LQIOXHQFH RQ VWXGHQWV¶ OHDUQLQJ FRQVLGHULQJ LWV QHJDWLYH
impact on language performance and learning processes. They did not 
deny its positive aspect, but how facilitative it was could depend on 
factors like individual differences (c.f. Liu 2012; Tang et al. 2013). It 
was difficult for them to say which language skill was more 
anxiety-provoking. Language testing was, however, the prominent 
one. Additionally, they recognized WKHLUVWXGHQWV¶DQ[LHW\RQO\ZKHQ
manifestations of anxiety were physically obvious, which shows the 
limitation of observation. When it comes to alleviating VWXGHQWV¶
anxiety, two main coping strategies were mentioned: (1) making the 
learning environment comfortable and (2) encouraging student 
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participation during instruction. These two corresponded to the 
WHDFKHUSDUWLFLSDQWV¶EHOLHIVDERXWWHDFKLQJDQGWKHUROHRIWHDFKHUs. 
Nevertheless, according to some of them, the effectiveness of these 
strategies was unknown. The findings on the whole were found 
consistent with the literature on language anxiety. 
However, due to the WHDFKHUV¶ varying levels of teaching 
experiences, there is no telling exactly what the education levels of the 
students discussed were, although most of the teachers involved in 
the study taught English in high school. It is also debatable whether 
comparison by referring to previous findings can, in fact, help an 
understanding of the issue about the existence or non-existence of the 
GLVFUHSDQFLHVEHWZHHQWHDFKHUV¶DQGVWXGHQWV¶YLHZSRLQWVRQDQ[LHW\
VLQFHVWXGHQWV¶GDWDZHUH not collected in Ohara¶s study.   
Following her study of the nonverbal behavior of anxious and 
non-anxious VWXGHQWVLQ*UHJHUVRQH[DPLQHGWHDFKHUV¶
capacity for decoding the nonverbal behavior (body language) 
LQGLFDWLQJ IRUHLJQ ODQJXDJH DQ[LHW\ 6KH DUJXHG WKDW µDFFXUDWHO\
receiving and processing, or decoding, nonverbal expressions of 
HPRWLRQV¶ DUe the keys to effective classroom interaction and 
teacher/student relationships. Therefore, she invited 31 teachers and 
teacher trainees enrolled in either language learning and teaching 
related seminars or courses to observe a videotape of a French oral 
test of seven anxious and non-anxious students. The participants had 
different years of teaching experience from zero to 11 years. The 
video sound was turned off, so only WKHOHDUQHUV¶body language was 
the focus. They were first asked to judge the students¶ anxiety status 
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using their own criteria (which they had to note down) based on their 
body language. After that, they watched the same videotape again, 
but this time made their judgment according to a given list of criteria 
elaborating anxious behaviors. 
Through her comparison between the results from these two 
observations, it was revealed that the decoding accuracy was 
significantly higher after the criteria were given, although they were 
able to detect the students at the two extreme ends of anxiety in their 
first observation. There were three factors found from the notes which 
caused the observers uncertainty about making judgments: (1) the 
µODFNRIVSHFLILFLW\RIERG\ODQJXDJHµWKHDVVLJQPHQWRIYDULRXV
PHDQLQJV WR WKH VDPH FXH¶ DQG  µLGLRV\QFratic elements of 
LQGLYLGXDOEHKDYLRU¶*UHJHUVHQILQDOO\pointed out limitations to her 
study that the observers may have achieved higher accuracy in 
decoding anxiety if they had been provided with a full range of 
nonverbal behaviors which they were likely to experience in a real 
classroom.  
$ VWXG\ FRQGXFWHG E\ /LX LQ  DOVR LQYHVWLJDWHG WHDFKHUV¶
perspectives/perceptions of foreign language anxiety and their own 
roles in managing the emotion in class. She interviewed eight native 
and non-native English teachers from two private universities in 
northern Taiwan. The number of years of teaching experience of these 
teachers varied from five to 40 years. Liu aimed to understand the 
UROHVRIDQ[LHW\LQVWXGHQWV¶OHDUQLQJWKHFDXVHVRIDQ[LHW\DQGVHOI
perceived roles in managing anxiety. 
From the eight interviews, she found similar responses to those in 
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2KDWD¶V  DQG 7DQJ HW DO¶V  VWXGLHV GLVFXVVHG LQ WKLV
section) that anxiety is considered to play both negative and positive 
UROHV LQ VWXGHQWV¶ (QJOLVK OHDUQLQJ /LX¶V SDUWLFLSDQWV EHOLHYHG WKDW
although anxiety had negative impacts on the learning process, a level 
of anxiety²µFKDOOHQJHRUDSSURSULDWHZRUU\¶²is so necessary to push 
students to work harder (c.f. Horwitz 2014). As for the causes, the 
teacher participants identified the seven most common anxiety- 
provoking IDFWRUVVXFKDVµODFNRIFRQILGHQFHLQVSHDNLQJ¶µlow English 
SURILFLHQF\ µORZ VHOI-HVWHHP¶ DQG µODFN RI SUHSDUDWLRQ¶ 5HJDUGLQJ
their self-SHUFHLYHGUROHVLQPDQDJLQJVWXGHQWV¶DQ[LHW\VL[UROHVZHUH
UHYHDOHG IURP WHDFKHUV¶ UHVSRQVHV WR WKH TXHVWLRQ HJ µDQ[LHW\
REVHUYHU¶ µIULHQGO\ UHODWLRQVKLS EXLOGHU¶ DQG µOHDUQHU UHVSRQVLELOLW\
GHYHORSHU¶. 
Notwithstanding these valuable findings, the interpretation of the 
first question seems problematic. Specifically, when Liu dealt with the 
role of anxiety, she directly dichotomized it into two types²negative 
and positive²even though her participants seemed to take both 
stances at the same time according to the extracts presented. This 
dichotomous categorization of anxiety could be misleading and not 
UHIOHFWWKHSDUWLFLSDQWV¶UHDOSHUFHSWLRQVof anxiety itself.  
In respect to the lack of literature of the comparison and contrast 
between language WHDFKHUV¶DQGOHDUQHUV¶DZDUHQHVVRIDQGDWWLWXGHV
towards foreign language anxiety, Trang et al. (2013) researched 
these issues in an attempt to compensate for the gaps. 419 
non-English major student and 8 English teacher participants were 
recruited from a public university in Vietnam. The students, aged 
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between 18 and 21, were learning English in a Basic English Level 2 
course; the teachers were those who taught English to the student 
participants, with their years of teaching experience ranging from two 
to 19 years. The students filled in the FLCAS, Generalized Belief 
Measure (GBM), and Generalized Attitude Measure (GAM). Then, six 
students from each high, intermediate, and low anxiety levels were 
interviewed; 49 autobiographies were produced by anxious students. 
The teachers, on the other hand, completed the GRM and GAM and 
participated in an interview only. 
The statistical result of the FLCAS demonstrated a mean score of 
108.26 out of 165, which was significantly higher than those in most of 
the literature. The students and the teachers were mostly conscious of 
the anxiety about English (as a foreign language) learning. Compared 
ZLWKWKHODWWHU¶VSHUFHSWLRQVWKHOHDUQHUVKRZHYHUWKRXJKWWKDWWKH
number of anxious students and the degrees of anxiety were relatively 
large and high. Furthermore, with regard to the issue of attitudes 
toward anxiety, both groups of participants perceived anxiety as a 
natural feeling when learning a foreign language. Nearly half of the 
students held an apparent negative attitude towards anxiety. By 
contrast, all the teachers thought that anxiety could both facilitate and 
GHELOLWDWHVWXGHQWV¶OHDUQLQJGHSHQGLQJRQWKHOHYHORIDQ[LHW\. 
7KHVHWHDFKHUV¶DWWLWXGHs WRZDUGVDQ[LHW\HFKRHG2KDWD¶V
SDUWLFLSDQWV¶DQG/LX¶VSDUWLFLSDQWV¶views in terms of its being 
good or bad. Teachers and students are quite different in their general 
perceptions of and perspectives on foreign language anxiety (c.f. 
Ohata 2005). This may cause such problems as teachers not being 
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able to support their students emotionally as a result, which can have 
D KXJH QHJDWLYH LPSDFW RQ WKH VWXGHQWV¶ OHDUQLQJ in class. 
Nevertheless, the contrast above arguably cannot fully explain 
teachers¶ ability to observe or sensitivity to subtle aspects of their 
students¶ anxiety because the student and teacher participants were 
not limited to only answering questions specifically based on the 
current conditions in their classrooms. 
Considering the literature discussed above, FLA researchers have 
only started to explore teachers¶ perception of anxiety, that is to say, 
they have not gone deeper into the instructors¶ perspectives of the 
subtle aspects of FLA. Moreover, although Ohata (2005) and Trang et 
al. (2013) tried to examine teachers¶ sensitivity to learner anxiety, 
their conclusions might not be convincing enough due to the 
arguments above. In order to reexamine the issue and solve these 
problems, this study also collected data from the student participants¶ 
teachers. In particular, I asked both students and teachers to discuss 
their perceptions of different aspects of anxiety in their current classes, 
and then compared and contrasted their respective discoveries. How 
teachers deal with students' anxiety was also investigated due to the 
paucity of relevant literature and because this may also provide an 
insight into teachers¶ sensitivity to students¶ emotional problems. 
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2.7 Summary 
This chapter reviewed the literature specific to foreign language 
anxiety. I first discussed the concepts of different types of anxiety. I 
introduced how the definition and scale of anxiety specific to language 
learning was established. The argument that foreign language anxiety 
is a consequence rather than the source of poor learning outcomes 
was also explained, followed by a review of the sources, effects of and 
coping strategies for anxiety. This chapter ended with a review of 
language teachers¶ perspectives of anxiety. Chapter 3 explains the 
research methodology.  
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CHAPTER 3 METHODOLOGY 
 
3.0 Introduction 
This chapter starts with the philosophical stances of the research 
informing this study and then presents the research design. The 
research participants, instruments, procedures, data analyses, and 
ethical considerations are then described in succession.  
 
3.1 Research philosophical stance of this study 
The decisions made about methodology and method tend to be 
LQIOXHQFHGE\D UHVHDUFKHU¶VSKLORVRSKLFDO FRQVLGHUDWLRQVRIKLVKHU
piece of research. There are two considerations needing to be dealt 
with and discussed about their own natures. These are ontology and 
epistemology.  
2QWRORJ\LVDERXWµRQH¶VYLHZRI>WKHQDWXUHRI@UHDOLW\DQGEHLQJ¶
LHWKHVWXG\RIµZKDWLV¶&URWW\:HOOLQJWRQ%U\PDQ
Mack 2010). In particular, it is defined as µFODLPVRUDVVXPSWLRQVWKDW 
are made about the nature of social reality, claims about what exists, 
what it looks like, what units make it up, and how these units interact 
with each other¶%ODLNLH(SLVWemology is concerned with the 
nature of knowledge²µZKDW ZH PHDQ ZKHQ ZH VD\ ZH NQRZ
VRPHWKLQJ¶0DFNRUµhow we know what we know¶&URWW\
1998: 8). Porta and Keating (2008: 22) have referred to knowledge as 
µpropositional NQRZOHGJH¶ ZKLFK FKDUDFWHUL]HV WKH UHTXLUHPHQW RI
UHDVRQVIRUµVDying that something is so and can potentially convince 
otherV¶7KDWLVWKHUHDVRQLQJRIDZRUOGYLHZLVEDVHGRQthe evidence 
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generated by a certain method. 
A foreign language classroom not only belongs to the teacher, but 
also to the students as learners. In that classroom, there are plenty of 
language activities and tasks taking place. Since every learner has a 
different degree of tolerance for various situations in the classroom, 
different individuals are likely to have different psychological reactions 
towards these situations, e.g. anxiety about speaking English in front 
of the class.  
In order to acquire the language, learners are normally required 
to use the target language in the classroom to tackle various types of 
tasks, such as group discussion or individual presentations, to 
familiarize themselves with it. Through the interaction in the context, 
individuals may sort out what they like/dislike and their ability to 
control the situations. On the other hand, their reactions to the 
activities in the classroom may also potentially be related to their own 
individual differences or life experiences, such as motivation and 
degree of exposure. It is undeniable that humans respond to events in 
the world through their emotions (Aamodt and Wang 2008: 100). 
The manifestations of emotions could be quite different in 
individuals, but, considering their connection with the bodily functions, 
they could be more or less the same. How each person treats their 
emotions is probably different as long as they can alleviate or remain 
WKHP)RUWKHWHDFKHUVWXGHQWV¶HPRWLRQVPD\EHYDOXDEOHLQGLFDWRUV
of their learning conditions in the classroom. Of course, individual 
teachers are likely to have different observations on or levels of 
seQVLWLYLW\WRVWXGHQWV¶OHDUQLQJDQGHPRWLRQVLQWKHOHDUQLQJFRQWH[W  
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These descriptions of my worldview of language classroom 
learning, especially learner emotions, indicate the different 
dimensions or natures of the world, which may need to be understood 
through distinct approaches. The two philosophical stances involved 
are post-positivism and (social-) constructivism. Post-positivism 
embraces the notions of objectivity and changeability. It believes that 
µWKHZRUOGZRUNVDFFRUGLQJWRIL[HGODZVRIFDXVHVDQGHIIHFWV¶KHQFH
its social realities can be objectively studied and disclosed by the 
examination of theories about these laws (being either rejected or 
accepted) through scientific measures (Muijs 2004: 4). Nevertheless, 
it is also believed that absolute truth does not exist, and the 
appearance of truth should (can only) be depicted to as great an 
extent as possible (Chen 2002: 19; Muijs 2004: 5-6). That is, 
µREVHUYDWLRQLVIDOOLEOHDQGWKHRU\UHYLVDEOH¶LQUHVHDUFK+DUWDV
38).  
This belief, tKHUHIRUHDOORZV IRU WKH UHVHDUFKHUV¶YDOXHV WRJHW
involved in conducting their studies and interpreting their results 
(Hartas 2010: 38; Teddlie and Tashakkori 2009: 5) as their complete 
detachment from the world they are looking at is impossible (Muijs 
2004: 4). Furthermore, post-positivists argue that the knowledge of 
natural sciences cannot be completely transposed to that of social and 
behavioral sciences (Muijs 2004: 5; Mack 2010: 7). They thus propose 
hypotheses and/or theories, test them by statistically analyzing their 
numerical data (Teddlie and Tashakkori 2009: 5), and then attempt to 
generalize their findings to a similar population at the end of their 
project (Richards et al. 2012: 23)²quantitative approach.  
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Social-constructivism is, in contrast, associated with subjectivity. 
It emphasizes that the meanings of realities are diversified and 
constructed during the process of social interaction. To be specific, 
constructivists assume that (1) every individual has his/her own 
understanding of their experiences in the world so that a multiplicity of 
PHDQLQJVLVQRVXUSULVHWKHPHDQLQJVDUHVKDSHGE\µLQWHUDFWLRQV
ZLWKRWKHUV¶DQGµKLVWRULFDODQGWKHFXOWXUDOQRUPV¶RIWKHLQGLYLGXDOV
(Cresswell 2009: 8), and (3) social truths do not exist until they are 
FRQVWUXFWHGE\LQGLYLGXDOV¶LQWHUDFWLRQVZLWKWKHZRUOG+DUWDV
,QWKHOLJKWRIWKHVHDVVXPSWLRQVHDFKSDUWLFLSDQW¶VGHVFULSWLRQRI
WKHLU RZQ H[SHULHQFHV EHFRPHV WKH UHVHDUFKHU¶V major stake in 
his/her project.  
In order for an in-depth exploration of their experiences, such 
methods as interviews (semi-/un-structured), case studies, narratives, 
and action research are commonly conducted (ibid.). Data generated 
are often narrative in nature; they are analyzed in inductive and 
iterative ways, such as thematic analysis (Teddlie and Tashakkori 2009: 
6). The researcher then interprets the findings in line with their own 
µSHUVRQDO FXOWXUDO DQG KLVWRULFDO H[SHULHQFHV¶ &KHQ  
Cresswell 2009: 8). As Cresswell and Plano Clark (2011: 40) sum up, 
µLQWKLVIRUPRILQTXLU\UHVHDUFKLVVKDSHG³IURPWKHERWWRPXS´²from 
individual perspectives to broad patterns and, ultimately, to broad 
XQGHUVWDQGLQJV¶²qualitative approach.  
Apparently, each of the philosophical stances advocates their own 
distinctive worldviews and approaches to understanding these. 
Because post-positivists believe in objectivity, whereas 
 98 
 
social-constructivists subjectivity, it has been claimed that they were 
unlikely to be compatible within a single project (Johnson and 
Christensen 2004: 30). Under these circumstances, a more feasible 
philosophical stance is needed to help me establish the 
methodological foundation of this study.  
Like my worldview described above, pragmatism, characterized 
by diversity, allows the above two worldviews to coexist in a context of 
social reality. Specifically, it is a research paradigm that advocates 
µSUDFWLFDOLW\¶DQGµSOXUDOLW\¶3UDJPDWLVPLVGHILQHGDVµDGHFRQVWUXFWLYH
SDUDGLJP WKDW GHEXQNV FRQFHSWV VXFK DV ³WUXWK´ DQG ³UHDOLW\´ DQG
IRFXVHVLQVWHDGRQµZKDWZRUNV¶DVWKHWUXWKUHJDUGLQJWKHUHVHDUFK
TXHVWLRQVXQGHU LQYHVWLJDWLRQ¶7DVKDNNRULDQG7HGGOLH
That is, pragmatists hold the view towards the world that truth is 
multifarious and confirmed in the here and now when verified; 
therefore, the research questions determine the research approaches 
to be used and research findings are continually re-examined in the 
light of new ones to either retain or reject the previous results (Hartas 
,QVKRUWµZKDWLVLPSRUWDQWLVQRWDEVWUDFWSKLORVRSK\EXW
ZKDWZRUNVLQSUDFWLFH¶-RKQVRQDQG&KULVWHQVHQ  
 Pragmatists apparently hold a practical view of truths in the world 
and therefore it is necessary to take the problem solving oriented 
approach to realize the world. That is,  
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pragmatism rejects the either/or choices associated with the 
paradigm wars, advocates for the use of mixed methods in 
research, and acknowledges that the values of the researcher 
SOD\DODUJHUROHLQWKHLQWHUSUHWDWLRQRIUHVXOWV¶7DVKDNNRUL
and Teddlie 2003: 713). 
 
The researcher especially pays attention to the formulation of 
research questions, and then attempts to combine and employ 
different approaches in order to solve the problems. The data collected 
can contain numbers and/or narratives, which are analyzed in 
statistical and/or thematic ways. Both types of findings are normally 
integrated to inform the answers to the research questions.  
In addition, it has been suggested that there is not such a big 
GLIIHUHQFH EHWZHHQ TXDQWLWDWLYH DQG TXDOLWDWLYH DSSURDFKHV LH µD
research method from one research strategy is viewed as capable of 
EHLQJSUHVVHGLQWRWKHVHUYLFHRIDQRWKHU¶(Bryman 2004: 454); the 
confrontation itself does not merely ignore the fact that methods are 
manifold nowadays, but also brings less merits to those who conduct 
research (Chen 2002: 634). Greene and Caracelli (2003) even 
FRQWHQGWKDWµLQDFWXDOUHVHDUFKSDUDGLJPVGRQRWmatter that much 
and therefore the philosophical discussions about paradigm 
FRPSDWLELOLW\ KDYH OLWWOH UHOHYDQFH WR HPSLULFDO UHVHDUFK¶ FLWHG LQ
Dörnyei 2007a: 168). In other words, solving problems becomes a top 
priority, and different methods are likely to be used as long as they are 
helpful in a study.  
µ0L[HGPHWKRGV¶LVDPRUHUHFHQWO\GHYHORSHGDSSURDFKEXWLWKDV
been maturely developed and pervasively employed in studies within 
the social sciences. According to Dörnyei (2007a: 163), mixed 
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methods rHVHDUFK LQYROYHV µWKH FROOHFWLRQ RUDQG DQDO\VLV RI ERWK
quantitative and qualitative data in a single study with some attempts 
to integrate the two approaches at one or more stages of the research 
SURFHVV¶ ,W LV IXUWKHU SRLQWHG RXW E\ +DVKHPL   that 
µKLJK-quality mixed research requires high degrees of integration at 
different stages of the study; that is, while forming research questions, 
during sampling, data collection and analysis, while making 
LQWHUSUHWDWLRQVDQGGUDZLQJFRQFOXVLRQV¶  
 Despite this, some scholars (e.g. Greene et al. 1989; Johnson and 
Christenson 2004; Teddlie and Toshakkori 2006 2009) have proposed 
various typologies of mixed methods, so researchers can follow one or 
other of the designs to meet the needs of their research µ7KH
Methods-6WUDQGV0DWUL[¶EHORZGHYHORSHGE\7HGGOLHDQG7DVKDNNRUL
illustrates the operation of single and mixed methods and suggests 
several possible designs for mixed methods research. The vertical axis 
refers to the three core research approaches²quantitative, qualitative, 
and mixed methods. The horizontal axis refers to the number of 
strands or phases in the whole process from conceptualization (e.g. 
research purposes and questions), experiential (e.g. methodological 
and analytical operations) to inferential stages (e.g. interpretation of 
results).  
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Table 3.1 The methods-strands matrix 
 
Teddlie and Tashakkori (2006: 15-6; 2009: 144-5) 
 
This typology not merely brings together different ideas for forming a 
typology specific to mixed methods, but also demonstrates the 
differences between a mono-method approach and mixed methods 
approach. A researcher can, thus, benefit from a clearer picture of the 
methodological framework of his/her own project to help position 
him-/herself within the research and make the appropriate judgments 
throughout the process of conducting their research (this study: see 
Section 3.2).     
As mentioned above, there are a number of mixed ways that 
researchers can choose to help answer their complicated research 
questions. However, it is important to have a good understanding of 
the functions involved in the practice which can be brought into play 
on the issues studied. Greene and her colleagues proposed five major 
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functions of mixed methods research in 1989²triangulation, 
complementarity, development, initiation, and expansion²from their 
reviewing relevant theoretical and empirical literature.  
Triangulation is characterized by the independent and 
simultaneous use of quantitative and qualitative methods to examine 
the same phenomenon in order for validity or trustworthiness. As for 
complementarity, the researcher studies overlapping phenomena or 
different aspects of a single phenomenon, with the findings from one 
method elaborated, enhanced, or illustrated by those from another. 
When it comes to development, the assessment of the same or similar 
phenomena is involved. That is, the design of the second method, 
such as sample selection, instrument development, or analysis 
application, relies on the results from the first method. Initiation refers 
to looking for discrepancies or contradictions between the findings 
from quantitative and qualitative methods within a single study in 
order to find new insight into certain phenomena. Lastly, with regard 
to expansion, the combination can also aim to increase the scope and 
breadth of a project where quantitative and qualitative methods are 
separately employed to examine various inquiry components. 
According to them, expansion is the most frequently used and 
initiation is the least (pp. 266-270). The mixed-methods design 
adopted is associated with development and expansion, the 
statements of which are explained in Section 3.2.  
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3.2 Sequential quasi-mixed multi-strand design 
 The current study adopts µpragmatism¶ as the foundation of its 
research methodology, which considers µwKDW ZRUNV¶ as the top 
priority. Therefore, for the research inquiries of this study, I adopted 
one of the mixed methods designs²a sequential quasi-mixed 
multistrand design²to try to find the answers to these questions.  
A dispute has been often raised over whether a study is truly 
mixed methods-based when multiple methods are used. According to 
the definition given earlier, integration across stages seems to play an 
important role in making the distinction. Nevertheless, there is one 
kind of mixing that only takes place at the data collection stage, e.g. 
sampling, which is now recognized a mixed methods 
design²quasi-mixed designs²due to its appearance in literature and 
prevalence (the parallel design in particular) in research practice 
(Teddlie and Tashakkori 2006: 17; 2009: 146). Quasi-mixed designs 
DUHµGHVLJQVLQZKLFKWZRW\SHVRI>TXDQWLWDWLYHDQGTXDOLWDWLYH@GDWD
are collected and analyzed, but there is little or no integration of 
findinJVDQGLQIHUHQFHVIURPWKHVWXG\¶7HGGOLHDQG7DVKDNNRUL
25). Concerning the design used here, the results of a quantitative 
method informed the selection of the sample recruited for another 
phase of the data collection using a qualitative method, but the 
findings from these two strands do not combine to answer the 
research questions. 
As far as this study is concerned, both quantitative and qualitative 
DSSURDFKHV ZHUH XQGHUWDNHQ WR UHVHDUFK WHUWLDU\ VWXGHQWV¶ DQG
WHDFKHUV¶SHUFHSWLRQVDERXW(QJOLVKas a foreign language) classroom 
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anxiety in Taiwan. The inquiry DERXW VWXGHQWV¶ GHJUHHV RI DQ[LHW\
which indicates the amounts or the numbers, could only be answered 
by an anxiety scale, the results of which served as the basis for the 
next sample selection. The rest²the sources, situations, effects of, 
and coping tactics for anxiety²are more like WHAT questions, so there 
is no doubt that abundant explanations and experience sharing from 
selected students and certain teachers are required; hence, 
(semi-structured) interviews with them were employed to help 
respond to the questions. Because these two distinctive sets of data 
addressed different aspects of anxiety, there was no integration of the 
findings and the inferences at the end.  
  
3.3 Data collection 
 This project employed a sequential quasi-mixed multi-strand 
design aiming to identify different aspects of English learning anxiety 
of Taiwanese tertiary students and examine their (QJOLVK WHDFKHUV¶
SHUFHSWLRQVDERXWWKHLUVWXGHQWV¶DQ[LHW\DQGWKHLUZD\V of dealing 
with it. In order to have a detailed picture of this research, such 
components of the design as student and teacher participants, 
questionnaire and interview instruments, the implementation 
procedures, the analysis methods, and the ethical issues are 
consecutively introduced and discussed in the following sections. 
 
3.3.1 Student participants for questionnaire  
The participants were second year students from various 
departments enrolled in the EGP (English for general purposes) course 
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at a university in southern Taiwan. Although the first year students 
also had to take the same course for freshmen, I did not think of 
recruiting them as the participants for this study. Considering they had 
only started to experience university life, they might have needed 
time to accustom themselves to the new environment, especially the 
teaching and learning. In order to minimize the interference of the 
adaptation related factors in students¶ experience of learning English 
at university, the second year learners were chosen to provide 
answers to the research questions about Taiwanese university 
learners¶ FLA. Since the third and fourth year students¶ courses 
focused on ESP (English for specific purposes), they were excluded 
from consideration.  
Regarding the curriculum arrangement, the Department of 
Foreign Language Instructions organized the µ8QLYHUVLW\ English for 
Sophomores (εΒमЎ)¶ for students from all the departments, except 
those from the English department. This course offered training in the 
four English language skills²listening, speaking, reading, and writing. 
The English course for students of the English department, which was 
divided into an English Listening and Conversation II course (मᇟ᠋Κ
ᆶ཮၉Β) and an English Reading and Writing II course (मЎ᎙᠐ᆶቪ
բΒ), was however organized by the Department of English alone. The 
English course was compulsory and took five hours per week 
throughout the academic year. Moreover, the students taking the 
University English course were grouped into different levels of classes 
(7 groups from Level 2 to Level 8), according to their test results from 
a domestic English proficiency test for university students²CSEPT. 
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However, the English major students stayed in their own original 
classes although they were also required to take the test. They were 
divided into two classes randomly for the English Reading and Writing 
course.  
In order to simplify the seven groups into Elementary, 
Intermediate, and Advanced for analytical convenience, the 
non-English major students in Levels 2, 3 and 4 were assigned to 
Elementary, Levels 5 and 6 to Intermediate, and Levels 7 and 8 to 
Advanced. The English major students were asked to provide their 
recent CSEPT results for the purpose of grouping them into these 
three categories. The full marks of the test were 360. English majors 
were required to achieve 260, whereas non-English majors needed 
240 in order to graduate. Consequently, the participants who had the 
requirement for English majors were assigned to the advanced group 
(Levels 7 and 8: 270). Those whose scores were close to 260 and 
240 belonged to the intermediate group (Levels 5 and 6: 210~<270). 
Those far below this range then went to the elementary group (Levels 
2, 3, and 4: <210). This grouping was approved by the progressive 
decrease in anxiety levels of these groups, i.e. lowest at 
Elementary>Intermediate>Advanced (see Section 3.3.3.3), which 
reflects Horwitz et al.¶s (2010) argument on Page 60. All the students 
were also divided into two big groups²English majors and 
Non-English majors²in order that a comparison could be made 
between them.   
The students (English major and non-English major students) 
were invited to fill in the revised FLCAS (ELCAS) to examine their 
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levels of anxiety in the classroom. The total number of questionnaires 
administered was 706 and 649 were returned, giving a 91% return 
rate. The 649 questionnaires were then assessed in accordance with 
such criteria for discarding as (1) uncompleted questionnaires, (2) 
questionnaires containing contradictory responses, (3) questionnaires 
with discernible regular patterns of responses, and (4) questionnaires 
without the CSEPT result provided. 318 valid questionnaires were 
finally selected for analysis.  
Of the 318 participants, 61 (19.18%) were male and 257 
(80.82%) were female. Because it was their second year at university, 
most were between 19 and 20 years old. In terms of major, there were 
100 students (31.45%) allocated to the English major group and 218 
(68.55%) to the non-English major group. As for level of English, 112 
(35.22%) students went to Elementary, 124 (38.99%) to 
Intermediate, and 82 (25.79%) to Advanced. Specifically, the table 
below presents the distribution of number of people by gender, major, 
and level of English in each cell.  
 
Table 3.2 Population distribution by gender, major, and level of English  
 English Majors 
(N= 100) 
Non-English Majors 
(N= 218) 
Male 
(N= 19) 
Female 
(N= 81) 
Male 
(N= 42) 
Female 
(N= 179) 
Elementary 
(N= 112) 
1 12 17 82 
Intermediate 
(N= 124) 
9 35 14 66 
Advanced 
(N= 82) 
9 34 11 28 
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Concerning their experience with native speakers or in 
English-speaking countries, only 52 (16.35%) students had been to 
English-speaking countries for purposes, such as study tours, 
travelling, or residence. The number of students who once studied in 
an English-speaking country was even less²only 6 (1.89%). Many 
students (254, 79.87%) answered µ<HV¶ WRWKHTXHVWLRQ µ+DYH\RX
ever been taught by native-speaking English teDFKHUV"¶ 
With regard to their learning experience, the students had learned 
English for 3 (N=2) to 30 (N=1) years by the time of the survey, with 
the length averaging 10.86 years (SD=2.80). In addition, the time 
which they spent practising English after school in a typical week 
varied from zero (N=19) to 25 (N=1) hours; the average time for 
practising was 3.71 hours per week (SD=3.40).  
 In terms of the SDUWLFLSDQWV¶ H[SHFWHG DYHUDJH VFRUH LQ
English at the end of the 2nd year, more than half of the participants 
(N=169, 53.14%) anticipated that their average score would be 
between 71 and 80, whereas eight (2.52%) thought that theirs would 
be 60 or below. No one selected µRUDERYH¶ 45.60% of the students 
(N=145) reported their preference for working in a small group, while 
8.49% (N=27) liked to work alone. In addition, the time they spent in 
the self-access English learning center in a typical week shifted 
between zero and ten hours; the average was .92 hour per week 
(SD=1.84).  
 According to the table below, the students, on average, tended to 
consider themselves to have aptitude for learning English, care about 
making mistakes, be unwilling to speak in class, and have poorer 
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English ability than others. Nevertheless, they seemed uncertain 
whether they had confidence in their own English competence and 
belief in completing classroom tasks even though the mean of the 
former was below and that of the latter above 3.  
 
Table 3.3 The mean levels of students¶ agreement on the learning 
situations 
Learning situations Mean SD 
I feel confident in my 
English ability. 
2.94 .99 
I have the aptitude for 
learning English. 
3.53 .87 
I care about almost 
every mistake I make 
when using English. 
3.57 .90 
I have the ability to 
perform most 
activities in my 
English class well. 
3.15 .85 
My English ability is, 
generally speaking, 
better than my 
classmates 
2.58 .86 
I would prefer to listen 
rather than speak in 
my English class. 
3.48 1.05 
Note. The level of agreement ranges between 1 and 5. 
 
3.3.1.1 Student participants interviewed 
In order to investigate WKHSDUWLFLSDQWV¶GHJUHHVRIDQ[LHW\WKHLU
total scores on the ELCAS were divided by 60²the total number of 
items in the questionnaire²as suggested by Horwitz (2008: 235). She 
(ibid.) also described how the divided scores should be interpreted: (1) 
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a scoUH EHORZ  PHDQV µQRW YHU\ >QROLWWOH@ DQ[LRXV¶  D VFRUH
DURXQGµVOLJKWO\>PRGHUDWHO\@DQ[LRXV¶DQGDVFRUHQHDUDQG
DERYHµIDLUO\>YHU\@DQ[LRXV¶DOVRVHH/LX  
The possible total score on the ELCAS ranges from 60 and 300 on 
account of WKHGHVLJQRIWKHTXHVWLRQQDLUH$VIDUDVWKHVWXGHQWV¶
ELCAS results were concerned, the mean total score was 158.33 
(SD=38.17), with a minimum score of 71 (N=1) and a maximum of 
266 (N=1). 158.33 divided by 60 approximately equals 2.64 (SD=.64), 
that is to say, the students in general were considered moderately or 
mildly anxious in their EFL classroom. As far as major is concerned, on 
average, the non-English majors reported higher degrees of anxiety 
(M=2.69, SD=.65) than the English majors (M=2.53, SD=.59).  
As this study attempts to draw a multidimensional picture and, at 
the same time, tackle the specific issues related to FLA, it became 
crucial to find those having profound experiences with and 
impressions of FLA for follow-up interviews and being thus able to 
share detailed and rich information and stories with me. The 10 most 
anxious students from each of the two groups (English majors and 
Non-English majors) were, therefore, selected according to their 
anxiety level rank in their group and invited to a further interview. 
Nevertheless, the actual number of students interviewed was 21, 
consisting of 10 from the former and 11 from the latter. It is worth 
noting that, due to some refusals to participate, not all these students 
were in the top ten most anxious learners. Concerning the sampling of 
the English majors, the rankings of the interviewees¶ anxiety levels 
were between the top 3 and top 15, with one in 19th position. The 
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non-majors were located between the number 1 place and the top 14, 
with one at 17. 
Although large amounts of data were collected, a few of them 
were discarded because the information provided either contained 
numbers of short responses or could not answer my research 
questions. The number of interviews finally used to answer the 
research questions was 16²HLJKWIURPHDFKJURXS7KHSDUWLFLSDQWV¶
demographic information including their gender, level of English, and 
degree of anxiety is shown in Tables 3.4 and 3.5 below. For the sake of 
confidentiality, a pseudonym was given to each participant 
interviewed.  
 
Table 3.4 English PDMRUV¶GHPRJUDSKLFLQIRUPDWLRQ 
Pseudonym Gender Level of English Degree of 
Anxiety 
ENG01 Female Intermediate 3.57 
ENG02 Female Elementary 3.28 
ENG03 Female Elementary 3.23 
ENG04 Male Intermediate 3.52 
ENG06 Female Elementary 3.22 
ENG07 Female Advanced 3.77 
ENG08 Female Intermediate 3.93 
ENG09 Female Intermediate 3.03 
Note. The highest degree of anxiety is 5; the lowest is 1.  
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Table 3.5 Non-(QJOLVKPDMRUV¶GHPRJUDSKLFLQIRUPDWLRQ 
Pseudonym Gender Level of 
English 
Degree of 
Anxiety 
NE01 Female Elementary 4.03 
NE04 Female Elementary 4.43 
NE05 Female Elementary 4.02 
NE06 Female Advanced 3.93 
NE07 Female Elementary 3.80 
NE08 Male Elementary 4.17 
NE09 Female Elementary 4.05 
NE11 Female Advanced 3.77 
Note. The highest degree of anxiety is 5; the lowest is 1.  
 
3.3.2 Teacher participants interviewed 
 In order to compare students¶ and teachers¶ perceptions, I also 
invited the anxious students¶ teachers to participate in my research. 
12 novice and experienced EFL teachers, five from the Department of 
English (English majors¶ teachers) and seven from the Department of 
Foreign Language Instructions (non-English majors¶ teachers), were 
interviewed. These teachers were all currently teaching English to 
non-English major students, whereas three of the five English majors¶ 
teachers had only taught English to the 1st or 2nd year cohorts the 
previous year or the year before. This arrangement was because there 
were only three big classes for English major students, and, 
unfortunately, only two of the teachers agreed to be interviewed.  
Of the 12 transcripts, one set of data from a non-English majors¶ 
teacher was discarded as she claimed that there were no anxious 
students in her class throughout the whole interview. The majority 
were female. The 11 interviewees were all native-Chinese speaking 
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teachers, although one had grown up in North America, and had 
taught English for some years (years of teaching ranged from 2 to 31). 
Most KDGDPDVWHU¶VRUGRFWRUDOGHJUHHLQ7(62/RUUHOHYDQWVXEMHFWV
from universities in English-speaking countries. The detailed 
demographic information follows below:  
 
Table 3.6 Demographic information of English majors¶ teachers 
Pseudonym Gender Years of 
Teaching 
Experience 
Education Highest 
Qualification 
Study Place  
ET01 Female 5 PhD TESOL USA 
ET02* Male 7 PhD TESOL USA 
ET03** Female 31 MA Linguistics USA 
ET04** Female 2 PhD English 
Literature 
UK 
ET05** Female 30 MA TESOL USA 
*This Taiwanese teacher grew up in North America.  
** These teachers were not currently teaching English majors English.  
 
Table 3.7 Demographic information of non-English majors¶ teachers 
Pseudonym Gender Years of 
Teaching 
Experience 
Education Highest 
Qualification 
Study Place   
NET02 Female 6 MA TESL USA 
NET03 Female 8 MA TESOL USA 
NET04 Female 14 MA TESOL Taiwan 
NET06 Female 17 MA Education  Hong 
Kong 
NET07 Female 28 PhD Linguistics New 
Zealand 
NET08 Female 25 PhD Language 
and 
Literacy 
USA 
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3.3.3 Self-reported questionnaire 
Questionnaires are frequently utilized in the research of social 
sciences, applied linguistics (Dörnyei 2007a: 102), and second 
language research (Mackey & Gass 2005: 92). 7KHLQVWUXPHQWµDOORZ>V@
researchers to gather the information that learners are able to report 
DERXWWKHPVHOYHV¶VXFKDVOHDUQHUEHOLHIs, motivation, or reactions to 
the learning and classroom procedures (ibid.: 92-3). Questionnaires, 
according to Brown (2001: 6), DUH µDQ\ ZULWWHQ LQVWUXPHQWV WKDW
present respondents with a series of questions or statements to which 
they are to react either by writing out their answers or selecting them 
DPRQJH[LVWLQJDQVZHUV¶  
Both closed and open-ended items can be used in a questionnaire. 
In terms of closed items, researchers develop answers for the 
respondents to choose from, whereas open-ended ones allow 
respondents to write down any answers they think are appropriate. 
The former have a higher possibility of achieving D µXQLIRUPLW\ RI
PHDVXUHPHQWDQGWKHUHIRUHUHOLDELOLW\¶8QGRXEWHGO\this kind of data 
can be easily quantified and analyzed. On the other hand, open-ended 
questions create the space for the respondents to voice their own 
thoughts and ideas, which makes the data more unexpected and 
insightful (Mackey & Gass 2005: 93). Based on the possible kinds of 
item, quantitative or qualitative data and analysis are all possible from 
one questionnaire, which potentially provides the findings with a 
diversity of perspectives.   
Apart from the above advantage, Dörnyei (2007a: 101) states the 
reasons for the prevalence RI TXHVWLRQQDLUHV DV EHLQJ µHDV\ WR
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FRQVWUXFW¶ µYHUVDWLOH¶ DQG µFDSDEOH RI JDWKHULQJ D ODUJH DPRXQW RI
LQIRUPDWLRQ«UHDGLO\ SURFHVVLEOH¶ )XUWKHUPRUH 0DFNH\ DQG *DVV 
(2005: 96) DGGµIOH[LELOLW\¶DVDQRWKHUPHULW²for example, they can be 
administered by email or in person. However, some limitations should 
be kept in mind. Ill-constructed questionnaires may influence the 
degree of reliability and validity of the data (Dörnyei 2007a: 115). 
Since further probing is impossible and little time is devoted to 
questionnaires, the descriptions (data) can be thin and superficial 
(Bryman 2001: 130; ibid.). Moreover, the respondents may only have 
limited literacy in the second language so that the questionnaires 
become incomprehensible (Bryman 2001: 131; Mackey & Gass 2005: 
96).  
The questionnaire employed here is an anxiety scale. Because the 
amount of anxiety is usually vague if expressed in words like µslightly¶, 
qualitative methods, such as interview or observation, normally 
cannot inform the researcher of participants¶ specific levels of anxiety. 
However, a scale with numbers on it can solve this problem by giving 
concrete, corresponding meanings to those abstract expressions. 
Considering the participants are adult learners, they were not 
expected to have difficulty specifying their anxiety levels in each given 
context. Furthermore, the scale was to help me quickly gather the 
information and learn about the students¶ anxiety levels in order to 
recruit anxious students from large cohorts of learners for follow-up 
interviews.  
The questionnaire, FLCAS, adopted in this study originates from 
the work of Horwitz et al. (1986). As mentioned in the literature 
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review, their questionnaire has not only proved reliable and valid, but 
also been widely used for investigating learners¶ degrees of anxiety. 
Nevertheless, in order to include as many authentic classroom 
situations as possible and reflect students¶ anxiety levels in each and 
as a whole, FLCAS was slightly redesigned by omitting six out of its 33 
items not indicating classroom activities/situations, i.e. µIt would not 
bother me to take more foreign language classes¶, µDuring language 
class, I find myself think about things that have nothing to do with the 
course¶, µI keep thinking that the other students are better at 
languages than I am¶, µI do not understand why some people get so 
upset over foreign language classes¶, µI do not feel pressure to prepare 
very well for language class¶, and µI always feel that the other students 
speak the foreign language better than I do¶. The retained items were 
highlighted in the ELCAS (see Appendix 2). Additionally, 21 extra 
items were also created and added on the basis of HorwLW]HWDO¶VFLA 
theory, personal overseas and domestic learning experiences, and a 
SUHOLPLQDU\ OLVW RI DQ[LRXV VLWXDWLRQV DV GHVFULEHG LQ +VX¶V 
dissertation concerning juniRUKLJKVFKRROVWXGHQWV¶IRUHLJQODQJXDJH
anxiety, EFL learning motivation, and strategy use in Taiwan.  
The demographic information section was developed according to 
the variables associated or correlated with the anxiety of learners of 
foreign languages in the literature, such as gender, learning 
experiences, and level of English. Furthermore, the cover page of the 
questionnaire provided the participants with an introduction to the 
project, their right to withdraw, the confidentiality of their responses, 
and reminders/instructions about how to complete the questionnaire. 
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FLCAS was replaced by ELCAS (English Language Classroom Anxiety 
Scale) as the title of the questionnaire, for the target foreign language 
was English in practice. This replacement of wording was also applied 
to the items in the scale. 
 
3.3.3.1 Piloting of the questionnaire 
 Following its redesign, a pilot study was conducted with six 
Chinese and Taiwanese subjects who had graduated from their 
universities only one or two years before in order to refine the 
questionnaire. The importance of piloting is HPSKDVL]HGVLQFHLWLVµWKH
single mosWHIIHFWLYHVWUDWHJ\WRPLQLPL]HSUREOHPV¶>RILQVWUXPHQWV@
(Muijs 2004: 51). There are two types of pilot objectives for 
questionnaires: (1) focusing RQ µFRYHUDJH¶ µIRUPDW¶ DQG RWKHUV¶
µIHHGEDFNVRQWKHLWHPV¶DQG/or (2) focusing on reducing redundant 
items through statistical analysis of the data from the pilot (Cohen et 
al. 2011: 402). This questionnaire was an extended version of the 
FLCAS and I had difficulty finding more than 30 Taiwanese university 
cohorts for my pilot when in the UK to test reliability or process the 
relevant statistical analysis; consequently, the first kind of pilot was 
implemented to test the viability of the questionnaire design and to 
evaluate the usefulness of the outcomes. Six friends of mine were 
invited to fill in the questionnaire, sequentially interviewed to see 
whether (1) they had difficulty understanding the introduction, 
instructions, and items inside, (2) the items addressing anxious 
situations had fully covered every possible aspect concerning the 
situations and activities in a general English classroom, and (3) the 
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scales from strongly disagree to strongly agree truly reflected their 
degrees of anxiety about each situation. According to their comments 
and feedback, some changes were made to the questionnaire design: 
(1) the introduction was made more transparent, (2) the Likert scale 
as used by Horwitz et al. (1986) had the neutral position removed and 
incorporated a 5 point scale focusing on the degree of anxiety, (3) 
adverbs in questionnaire items indicating degree or frequency were 
removed in order not to influence the participants¶ responding to the 
questions (Dörnyei 2003: 54), and (4) 12 items were added under the 
multi-item approach (ibid.: 32-35). Finally, the ELCAS was translated 
from English to Chinese to prevent student participants from 
misunderstanding the statements; two native Chinese speakers were 
invited to examine the accuracy of the translation. Their approval 
ensured the effectiveness of the scale. 
Although there seemed few amendments to the original design, it 
is important to elaborate the inclusions in the revised questionnaire to 
avoid SHRSOH¶VFRQIXVLRQ  
 
3.3.3.2 Questionnaire used in the main study: ELCAS 
The revised ELCAS (see Appendix 2) mainly assessed English (as 
D IRUHLJQ ODQJXDJH OHDUQHUV¶ OHDUQLQJ DQ[LHW\ LQ WKH ODQJXDJH
classroom. It was composed of four parts: the cover page, 
SDUWLFLSDQW¶V ELRJUDSKLFDO LQIRUPDWLRQ D OLVW RI DQ[LHW\-provoking 
VLWXDWLRQVDQGSDUWLFLSDQW¶VFRQWDFWLQIRUmation.  
Like the pilot version, the cover page introduction is in the form of 
a letter and a list of instructions and reminders. The introduction gives 
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participants brief information about the researcher, his current study, 
the aims of this study, the importance of the questionnaire, the 
SDUWLFLSDQWV¶ ULJKWV WKH EHQHILWV to the participation, and the 
UHVHDUFKHU¶VFRQWDFWLQIRUPDWLRQ7KeVHUHPDUNVZHUHDQµDSSHWL]HU¶
to open WKH SRWHQWLDO SDUWLFLSDQWV¶ PLQGV when filling in the 
questionnaire. The instructions and reminders gave them a flavor of 
the type of questions involved, how many questions there were in 
each part, how long it would take to complete, and data protection.  
The second part gathers biographical information, such as gender, 
level of English class, overseas and domestic learning experience, and 
attitude towards English learning conditions (self-perceptions about 
learning English). Although these variables were to be examined in 
terms of their relationships to learner anxiety itself, they were 
considered likely to provide valuable insights into learner anxiety and 
learning history or experience specific to current Taiwanese tertiary 
students of English. Some examples of the items are as follows:  
 
Table 3.8 Revised ELCAS: examples of items of biographical  
   information 
Variable Example 
Gender - What gender are you?  [  ] Male  [  ] Female 
Level of 
Class 
- What group are you in now concerning your English 
course? ................ 
Overseas 
and 
domestic 
learning 
experience 
- Have you ever visited an English-speaking country?  
(including travelling and study tour) [  ] Yes, for how 
ORQJ"««>  @1R 
- How much time do you spend practicing English after 
VFKRROLQDW\SLFDOZHHN"««««KRXUV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Attitude 
towards 
learning 
condition 
Agreement 
Levels 
 
 
Statement 
1 
Strongly 
Disagree 
2 
Disagree 
3 
Neither 
Agree 
nor 
Disagree 
4 
Agree 
5 
Strongly  
Agree 
I feel 
confident in 
my English 
ability. 
 
     
I have the 
aptitude for 
learning 
English. 
     
 
 
Following the biographical information, a list of anxiety-inducing 
language learning related situations was listed on the left, with a Likert 
scale from 1 to 5 on the right. This scale aimed to detect English 
OHDUQHUV¶GHJUHHRIDQ[LHW\LQWKHLU(QJOLVKFOassroom. There are three 
underlying constructs of anxiety involved in the 60 items: 
communication apprehension, fear of negative evaluation, and test 
anxiety. In order to encourage the participants to read carefully when 
responding, a number of positively worded items²Items 8, 13, 16, 17, 
27, 31, 35, 38, 40, 44, 48, 54, and 56²were interwoven into the scale 
(Dörnyei 2003: 55-56). A set of contradictory items (Items 1 and 17) 
were also designed for the same purpose. The 5-point Likert scale 
from 1: not at all to 5: extremely was next to each item to measure 
WKHSDUWLFLSDQWV¶OHYHOVRIDQ[LHW\LQWKHLU(QJOLVKFODVVURRP3RVVLEOH
scores on the ELCAS are in the range 60 to 300²the higher the score, 
the more anxious the learner. Some examples extracted from the 
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scale are presented below for reference:  
 
Table 3.9 Example of the anxiety scale 
Item Example 
Positively 
worded 
- I am at ease during tests in my English class. 
- , IHHO FDOP ZKHQ , UHVSRQG WR P\ WHDFKHU¶V
questions in English. 
Contradictory 1. I feel unsure of myself when I am speaking in my 
English class. 
17. I feel confident when I speak in my English class. 
Finalized    Anxiety 
Levels             
                                                   
Anxiety 
Situations 
1  
Not  
At
All 
2 
Slightly 
3 
Moderately 
4 
Very  
5 
Extremely 
I feel nervous 
when I speak to 
my teacher in 
English.  
     
I feel nervous 
when I make 
mistakes in 
English class. 
     
 
 
 The final part asks participants to provide their contact 
information. This was needed for the invitation to a follow-up interview. 
They had no obligation to leave their personal contact information, 
although they had been told the reason for its request. The requested 
information included their name, either Chinese or English, 
department and class, and either E-mail address or mobile phone 
number.  
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3.3.3.3 Reliability and Validity of the revised ELCAS 
 Although the ELCAS basically reflects the same design concepts 
as the FLCAS, its reliability and validity need to be re-examined 
(Seliger and Shohamy 1989: 192) to confirm that the scores from the 
IRUPHUDUHµIUHHIURPHUURUVRIPHDVXUHPHQW¶DQGLWµPHDVXUHVZKDWLW
KDV EHHQ GHVLJQHG WR PHDVXUH¶ 'örnyei 2003: 110). Through 
&URQEDFK¶Valpha coefficient test, its internal consistency was .968, 
without any item discarded. This illustrated high reliability of the 
(/&$6&RPSDUHGZLWKRWKHUVFKRODUV¶UHOLDELOLW\WHVWRQWKHLU)/&$6
the ELCAS had a similar test result to the FLCAS:  
 
Table 3.10 Reliability of the ELCAS and the FLCAS in four studies 
 Present 
study 
Horwitz et 
al. 1986 
Aida 1994 Chu 2008 
Sample size 318 108 96 364 
Student 
status 
2nd year 1st year 1st year 1st and 2nd 
year 
Language English Spanish Japanese English 
&URQEDFK¶V
Į 
.97 .93 .94 .92 
Note. The participants were all tertiary students.  
 
Based on Horwitz et al.¶s (1986) FLA theory, the ELCAS items 
could be further categorized into three sub-themes²communication 
apprehension, fear of negative evaluation, and test anxiety. The table 
below demonstrates the corresponding items to the three anxieties.  
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Table 3.11 The Corresponding items to the sub-anxieties 
Sub-scale Corresponding items 
Communication apprehension 
(CA) 
1, 4, 5, 6, 7, 9, 13, 14, 17, 21, 22, 
23, 26, 28, 29, 31, 35, 41, 44, 48, 
54 
Fear of negative Evaluation 
(FNE) 
2, 3, 12, 16, 18, 19, 25, 27, 30, 32, 
34, 37, 40, 42, 43, 45, 46, 51, 52, 
58, 60 
Test anxiety (TA) 8, 10, 11, 15, 20, 24, 33, 36, 38, 39, 
47, 49, 50, 53, 55, 56, 57, 59 
 
The same statistical test was implemented on these to examine their 
reliabilities. The results showed that they were all highly reliable at .93 
(CA), .93 (FNE), and .89 (TA). 
Condensing the validity issue, the ELCAS has content validity and 
SUHGLFWLYHYDOLGLW\7KHIRUPHUIRFXVHVRQµZKHWKHURUQRWWKHFRQWHQW
of the manifest variables [items of the ELCAS] are right to measure 
WKHODWHQWFRQFHSWV>OHDUQHUDQ[LHW\@WKDWZHDUHWU\LQJWRPHDVXUH¶
(Muijs 2004: 66). In the pilot study, five of the six interviewees were 
asked whether the items included most of the possible situations or 
activities in the classroom. Four out of five agreed on their being 
representative of the context of an English classroom. The same 
question was posed again in some interviews with the main 
participants; their responses were in agreement with the pilot 
LQWHUYLHZHHV¶ )XUWKHUPRUH WKH DGGHG LWHPV ZHUH GHYHORSHG DQG
GHVLJQHG LQ OLQH ZLWK +RUZLW] HW DO¶V  definitions of foreign 
language anxiety. PUHGLFWLYH YDOLGLW\ H[DPLQHV µZKHWKHU WKH
instrument you are using predicts the outcomes you would 
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WKHRUHWLFDOO\ H[SHFW LW WRR¶ (Muijs 2004: 67). Analysis of variance 
(one-way ANOVA) revealed that the levels of class group had a 
significant effect on degrees of anxiety, F (2, 315) = 9.09, p < 0.001. 
A Post hoc analysis showed that only the difference between the 
elementary (M = 2.80, SD = .68) and the advanced classes (M = 2.42, 
SD = .61) was significant at p < 0.001. The intermediate class group 
(M = 2.63, SD = .57) did not differ significantly from any of the other 
groups. Since the level of class was established from VWXGHQWV¶&6(37
results, it could be that people with low English attainment tend to be 
more anxious than those with higher English proficiency. This result 
HFKRHGDQXPEHU RI VFKRODUV¶ ILQGLQJs that there was a significant 
negative relationship between degrees of anxiety and English scores 
(e.g. Aida 1994; Horwitz 1986; Saito and Samimy 1996).  
 
3.3.4 Semi-structured interview 
The interview is suggested to be the most frequently conducted 
method in qualitative inquiries DQG LQ YDULRXV µDSSOLHG OLQJXLVWLF
FRQWH[WVIRUGLYHUVHSXUSRVHV¶Dörnyei 2007a: 134). In view of the 
research topic investigated, using interviews as a method would 
better enable me to learn the details of different aspects of FLA. As 
mentioned by Wellington (2000), the interview is comparatively more 
convenient and effective than other methods, such as observation and 
documents, since its conductors can (1) prompt and investigate 
unobservable things (see Patton 1990: 278), HJµIHHOLQJVWKRXJKWV
DQG LQWHQWLRQV¶ LELG  SUREH DQ LQWHUYLHZHH¶V µWKRXJKWV
prejudices SHUFHSWLRQV YLHZV IHHOLQJV DQGSHUVSHFWLYHV¶, and (3) 
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REWDLQ KLVKHU µYHUVLRQV DQG DFFRXQW RI VLWXDWLRQV¶ S  An 
interview is often conceived of as a daily conversation. However, 
Cohen et al. (2011) give some arguments against this claim:  
 
IW >LQWHUYLHZ@ KDV«TXHVWLRQV EHLQJ DVNHG E\ WKH
LQWHUYLHZHU«WKHUHVSRQVHVPXVWEHDVH[SOLFLWDQGRIWHQDV
GHWDLOHG DV SRVVLEOH«WKH LQWHUYLHZ LV D FRQVWUXFWHG DQG
XVXDOO\ D VSHFLILFDOO\ SODQQHG HYHQW« WKHUHIRUH WKH
researcher has an obligation to set up, and abide by, the 
GLIIHUHQWµUXOHVRIWKHJDPH¶LQDQLQWHUYLHZS  
 
 Other than the advantages above, interviews can replace other 
modes of data collection not preferred by the subjects who, for 
instance, may feel relatively comfortable in speaking and can, 
therefore, possibly provide more information in the format of a 
conversation. The language used in interviews can also be switched to 
WKHVXEMHFWV¶QDWLYH ODQJXDJH LIQHFHVVDU\ZKLFKPD\HQKDQFHWKH
quality and quantity of the data provided (Mackey and Gass 2005: 
173-4). In this study, the interviews were conducted in Mandarin 
Chinese to prevent communication difficulties which can occur in a 
non-native language like English.  
In terms of disadvantages, arranging and conducting an interview 
is time-consuming. The interviewer also needs to be equipped with 
good communication skills to make the interview go smoothly. Since 
anonymity is not possible here, the respondents may attempt to 
behave differently in front of the interviewer. Shy interviewees are 
also more likely to provide inadequate data, whereas others may 
produce data unhelpful to the study (Dörnyei 2007a: 143-4). Mackey 
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and Gass (2005) also mention the potential problem whereby an 
interviewee provides VRPHµUHJDUGHG-as-GHVLUDEOH¶UHVSRQVes during 
the interview to please the interviewer (p. 174). Arguably speaking, 
some warm-up questions may ease the interviewee gradually into the 
interview, giving them time to familiarize themselves with the 
surroundings and the topic under discussion.  
 Research interviews are of three different types: structured, 
unstructured, and semi-structured (see Mackey & Gass, 2005: 173). 
The structured is more like a written questionnaire and the 
unstructured is not organized beforehand, so the semi-structured 
format was chosen in my research. A semi-structured interview 
combines features of both structured and the unstructured. The 
interviewer has to develop an interview guide/protocol with 
open-ended questions and put the questions to his/her respondents 
more or less in the same way at each interview. S/he also has the 
freedom to prompt and probe to elicit more information from his/her 
interviewees. These properties make the data collection process far 
more flexible and secure than from the structured interview. 
 With the above characteristics of semi-structured interviews, I 
could not only follow prepared guidelines to prevent me from 
digressing, but also go GHHSHUWRH[SORUHP\VXEMHFWV¶LQWHUSUHWDWLRQV
of related experiences of anxiety, such as its sources, effects, and 
management. As there are different aspects of anxiety to discuss in 
the interview, the protocol could remind me of what had been 
addressed and what had not. Moreover, I had immersed myself in the 
literature on foreign language anxiety in order to prepare the 
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questions for the semi-structured interviews. As Dörnyei (2007a) 
points out, semi-structured interviews are suitable for researchers 
ZKRKDYHµDJRRGHQRXJKRYHUYLHZRIWKHSKHQRPHQDRUGRPDLQLQ
TXHVWLRQ¶DQGFDQµGHYHORSEURDGTXHVWLRQVDERXWWKHWRSLFLQDGYDQFH¶
(p. 136). I thus felt that I had the ability to react flexibly to issues 
arising during the interviews. Importantly, as a novice researcher, it 
was less challenging and more successful to conduct a 
semi-structured interview than an unstructured one.  
 The second phase of this study involved two sets of 
semi-structured interviews conducted respectively with student 
participants and teacher participants. The former were asked mainly 
about their experiences of learning anxiety in their university English 
classroom, i.e. the situations, sources, effects of and coping strategies 
for their English learning anxiety. The latter, however, were invited to 
GLVFXVVWKHLUDZDUHQHVVRI WKHLUVWXGHQWV¶DQ[LHW\ LQFODVVDQGKRZ
they reacted to it. Two interview protocols were therefore created in 
OLQH ZLWK WKH UHVHDUFK DLPV 7KH GHYHORSPHQW RI WKH VWXGHQW¶V
interview guide was based not merely on the previous literature 
addressing the relevant aspects of foreign language learner anxiety, 
but also thH LQWHUYLHZ TXHVWLRQV LQ 3ULFH¶V  VWXG\ of highly 
DQ[LRXVVWXGHQWV¶VXEMHFWLYHH[SHULHQFHVRIIRUHLJQODQJXDJHDQ[LHW\
As to the guide for teachers, some questions relating to the research 
DLPVLQWKHVWXGHQW¶VJXLGHZHUHDGRSWHGLQRUGHUWRH[DPLQH each 
WHDFKHU¶V FRQVFLRXVQHVV RI WKHLU VWXGHQWV¶ VLWXDWLRQV VRXUFHV DQG
effects of anxiety, but reframed to fit the specific context. As his study 
in 2005 focuses on EFL/ESL teachers¶ perspectives on language 
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DQ[LHW\2KDWD¶V  LQWHUYLHZTXHVWLRQVwere also consulted to 
develop an interview protocol for teacher participants. These two 
interview protocols were then commented on by my supervisors and 
translated from English to Chinese since the participants are all native 
Chinese speakers.  
 In order to ensure that the protocols were helpful for achieving 
the above aims, two Chinese colleagues were invited to participate in 
my pilot study. One who had no teaching experience and graduated 
recently from university was interviewed with the questions for 
student participants; the other having been a university English 
teacher in China for many years helped examine the questions for 
teacher participants. Apart from the purpose already mentioned, this 
pilot was also used to check whether (1) the questions were 
sequentially appropriate, (2) new questions were needed, (3) some 
questions were redundant, (4) the recorder being used worked well, 
and (5) the questions were easy to understand. According to these 
processes and the recordings, only a few parts were modified. In 
particular, the wording of some questions was adapted to use more 
spoken Chinese expressions. Two Chinese and one Taiwanese were 
invited to read through the revised interview protocols. The two 
Chinese colleagues had participated in the pilot; the Taiwanese was a 
IULHQGVWXG\LQJIRUKHUPDVWHU¶VLQ7DLZDQ$IWHUWKHLUhelp, I was ready 
for my main interviews in Taiwan. The protocols were thought of as 
guidance, and were not assumed to preclude any unpredictable 
situations. However, with the protocol to hand, I could make 
adjustments, as necessary, but still kept myself on the right track. 
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Simply put, the interview and interview questions themselves were 
flexible to an extent. 
 7KH VWXGHQW¶V LQWerview protocol mainly tackled the situations, 
sources, effects of, and coping strategies for English learning anxiety 
(see Appendix 4) 7KH TXHVWLRQV ZHUH RUJDQL]HG IURP µJHQHUDO¶ WR
µVSHFLILF¶&KHQ7KHSDUWLFLSDQWVZHUHILUVWDVNHGDERXW
their English learning experiences in general as warm-up questions in 
RUGHUWREXLOGXSDUHOD[LQJDWPRVSKHUHHJµ+RZGR\RXIHHODERXW
OHDUQLQJ(QJOLVK"¶1H[WVRPHTXHVWLRQVDERXWWKHLUSHUVSHFWLYHVRQ
the relationship between social variables, such as English proficiency 
and overseas experience, and learning anxiety or emotions in the 
learning context were put in an attempt to arouse their awareness of 
DQGOHDGWKHPLQWRWKHWKHPHRIWKLVLQWHUYLHZ)RUH[DPSOHµ,QWHUPV
of English language proficiency level, who do you think may get 
anxious more easily? WK\"¶ 7KHse questions were a strategy for 
establishing the rapport between me and my interviewees and 
releasing their presumed potential resistance to sharing their own 
stories with me. Then, they were led to the major questions about 
situations, sources, effects of and coping strategies for their learning 
anxiety in the university English classroom²µ:KHQ\RXIHHODQ[LRXVLQ
WKHOHDUQLQJFRQWH[WGR\RXGRDQ\WKLQJWRPDNH\RXUVHOIIHHOEHWWHU"¶
for example.   
 7KH WHDFKHU¶V LQWHUYLHZ SURWRFRO DLPHG WR LQYHVWLJDWH WR ZKDW
extent the (QJOLVKWHDFKHUVZHUHDZDUHRIWKHLUVWXGHQWV¶DQ[LHW\DQG
whether they helped alleviate it (see Appendix 6). The organization of 
the WHDFKHUV¶TXHVWLRQVZDVWKHVDPHDVWKDWRIthe VWXGHQWV¶They 
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shared their teaching experiences, discussed their views towards the 
factors, and responded to the primary questions about university 
VWXGHQWV¶ (QJOLVK OHDUQLQJ DQ[LHW\ LQ FODVV 7KH H[DPSOHV DUH DV
follows: (1) warm-XS µ([FHSW for tertiary students, have you ever 
taught learners of English in other education leYHOV"¶factorµWhat 
English level of learners would you expect to see more evidence of 
DQ[LRXVIHHOLQJV"¶DQG FRUHµ:KHUHGR\RXWKLQNtertiary VWXGHQWV¶
DQ[LHW\DERXWOHDUQLQJ(QJOLVKFRPHVIURP"¶  
 
3.3.5 Research procedure: questionnaire  
The questionnaire data collection lasted for about five weeks from 
the middle of December in 2011 to the middle of January in 2012.  
There were 31 classes in total distributed over the seven levels of 
groups. Eight classes were in Level 5 and only one class in Level 8. The 
rest had four or five classes each. On the other hand, there were only 
three big classes in the English department. Due to the huge number 
of classes and working alone, I first adopted a cluster sampling 
strategy and randomly selected three classes from each level. 
However, in the English department, all three classes were accessed. A 
strategy of convenience sampling was then employed for 
administering the scale to the students in order to discover the 
learners¶ anxiety levels and find the most anxious students for 
follow-up interviews.  
In order not to deprive teachers and students of teaching and 
learning, I suggested that the students be allowed to take the 
questionnaires home and return them in the following class. I also 
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appealed to the teachers for help administering the questionnaires to 
their students since the English classes at each level were all allocated 
in the same time slots. Nevertheless, the above suggestions were 
negotiable, depending on conditions at the time. Three different ways 
of administration and collection were eventually used: (1) I myself 
administered the questionnaires and collected them back right 
afterwards in the same class, (2) The teacher him-/herself 
administered the questionnaires and collected them back right 
afterwards in class, and (3) The teacher administered the 
questionnaires and told their students to take them home and 
complete them and their returning them was no duty.  
 As I had presumed that I might not be able to administer the 
questionnaires myself, I made preparations for this. I bought B5 
Manilla envelopes and transparent file pockets for the questionnaires. 
I then attached two sheets of paper to each Manilla envelope. One 
reminded the teachers of what they needed to notice when they 
administered and collected back the questionnaires; the other was a 
short letter containing information about my research and my 
questionnaire and an invitation to participate in my research in case I 
did not distribute the questionnaires in person, so I needed the 
teacher to read that out for me to the participants. Furthermore, 
because the research information sheet, consent form (Appendix 1), 
and questionnaire had to be given to the students, I put all three 
documents together in the file pockets to save distribution time. That 
is, each pocket carried a research information sheet, two consent 
forms, and one questionnaire. The number of pockets needed in one 
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envelope related to WKHWHDFKHUV¶UHSRUWVof the number of students in 
their class. Before the procedure, I sent some envelopes to the 
teachers who wanted to help me administer the questionnaires, and 
told them where to put the packages or that I could collect them from 
their offices.   
 As mentioned above, the questionnaires were either distributed 
by me in person or the teachers themselves. The place where the 
participants filled in the questionnaires was their own classroom or at 
home. The population in each class varied from 20 to 50 people. A ball 
pen was given as a gift to each student filling in the questionnaire. 
Before taking part, the students were introduced to the research 
briefly and required to read through the information sheet and sign 
the consent form. Then, they were encouraged to also read through 
the introduction and reminders on the first page of their 
questionnaires to make sure they understood how to complete the 
task. There were three parts in total to which they needed to respond: 
(1) demographic information, (2) anxiety scale, and (3) contact 
information. It took them approximately 20 minutes to complete their 
questionnaires. Once they had finished, they were asked to put their 
consent forms and questionnaires back into their file pockets and 
returned their pockets to the administrator. The pockets were then put 
into the envelope for the convenience of collection.   
 
3.3.6 Research procedure: student interview  
With the rationale described in Section 3.3.1.1, an extreme (or 
deviant) case sampling strategy was employed to recruit the target 
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population for the second phase of data collection. According to the 
VWXGHQWV¶PHDQVFRUHof anxiety, 20 of the most anxious students were 
purposively selected to be interviewed. They were all contacted and 
asked whether they were willing to take part in an interview. If 
someone declined to participate, I would contact the next one on the 
list. Nevertheless, most of the contacted students were supportive of 
my research. Those who could attend my interview also confirmed 
when they were available and where to meet in the university so that 
the appointments could be scheduled.  
 The interview data collection took place between late April 2012 
and the middle of June 2012. I conducted the interviews in Chinese 
with each of the students in person in either the common area of 
European Union Center or outside the Office of International Programs 
on campus. Before the interviews started, the participants read 
through the research information sheet and the consent form. If they 
had no questions about the research and the interview itself, they 
needed to sign the consent form in order to participate. In addition, 
the participants were told that a gift had been prepared for them to 
show appreciation of their help, which might strengthen their motive 
to participate. Importantly, I reemphasized that the interview would 
be recorded and the data generated protected and used for the 
current research only. I then started off with warm-up questions and 
questions about the relationships between the factors and anxiety, 
and then the main questions eliciting their own stories of learning 
anxiety in their English classes. The length of each interview averaged 
approximately one hour and 40 minutes. At the end, each participant 
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was given 100NTD (approximately 2 GBP) as an incentive payment. I 
also informed the interviewees that I would need to contact them 
again to ask for their help checking whether the transcriptions of their 
interviews were correct.  
 
3.3.7 Research procedure: teacher interview 
 In order to understand teachers¶ perceptions of the current 
students¶ FLA, a strategy of homogeneous sampling was adopted to 
recruit the students¶ teachers to share their related experiences. The 
teacher participants were mainly the instructors of the students 
interviewed and some were randomly invited. They were contacted 
and asked whether they were willing to take part in the interview. 
Fortunately, they were all very supportive and immediately confirmed 
the time and the place. Interviews with the teachers occurred in May 
and June 2012. They were each interviewed in Chinese individually by 
me in their own office or the common area outside the department 
RIILFH7KHFROOHFWLRQSURFHGXUHLQWKHWHDFKHUV¶LQWHUYLHZVZDVFDUULHG
out in much the same way as the VWXGHQWV¶LQWHUYLHZV7KH\QHHGHGWR
read through the research information sheet and sign the consent 
form (see Appendix 5). If they had any questions, they could bring 
them up before the interview started. They were also informed of the 
approximate length of the interview and that the interview would be 
recorded electronically. I then started with the warm-up questions and 
questions about the relationships between the factors and anxiety, 
going on to the major questions about their experiences of addressing 
WKHLUVWXGHQWV¶OHDUQLQJDQ[LHW\LQWKHFODVVURRP7KHSURFHGXUHWRRN
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approximately one hour on average for each participant. The 
participants were given a box of English tea bags as an incentive when 
finished. I further informed the interviewees that I would need to 
contact them again to ask for their help checking whether the 
transcriptions of their interviews were correct.  
 
3.4 Data analysis 
 The introduction to how the data²questionnaire and interviews² 
was analyzed is presented in the following two sub-sections. 
 
3.4.1 Questionnaire data analysis 
 The ELCAS examined WKHVWXGHQWV¶GHJUHHVRIOHDUQLQJDQ[LHW\LQ
their English classroom, the results of which was employed to recruit 
the target students to be my interviewees. In order to analyze the 
TXHVWLRQQDLUH GDWD WKH SDUWLFLSDQWV¶ UHVSRQVHVZHUH ILUVW FRGHG LQ
numerical form. Then, the numerical codes of the positively-worded 
items were reversed from 1 to 5, 2 to 4, 3 to 3, 4 to 2, and 5 to 1. A 
database was finally created in the IBM SPSS 20 for statistical analysis. 
Two types of statistical analyses were used: 
(1) &URQEDFK¶V$OSKDZDVFRPSXWHGWRHVWLPDWHWKHUHOLDELOLW\RIWKH  
 ELCAS. 
µ'HVFULSWLYHVWDWLVWLFVVXFKDVPHDQVVWDQGDUGGHYLDWLRQV  
maximum, minimum, and percentages of the variables, were 
FRPSXWHGDQGXVHGWRVXPPDUL]HWKH)/&$6>(/&$6@UHVSRQVHV¶
(Wong 2005).  
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3.4.2 Interview data analysis 
 Before the interview data were analyzed, I sent the typed 
transcripts back to the individual interviewees²the students and the 
teachers²for a look in order to confirm that they had no problem with 
the transcribed contents.  
 The interview data were analyzed exclusively qualitatively since 
they aimed at exploring the situations, sources, effects of, and coping 
tactics for English learning anxiety the students had experienced and 
employed and what their teachers had been aware of and done to 
DOOHYLDWH WKHLU VWXGHQWV¶ DQ[LHW\ LQ FODVV $V WKH LQWHUYLHZV ZHUH
recorded on an audio recorder, I first transcribed the recordings 
verbatim to preserve every bit of information related to my research 
questions, and also to gain a general picture of what I had got from the 
process. Then, the Word files of the transcriptions were uploaded to 
the NVivo 10 software for the convenience of data coding.  
I printed out and read through each transcript once. The second 
time I read through the transcripts with the questions in my protocol, 
and bracketed the lines which responded to the question on the hard 
copy to have them coded. I then coded the lines in the NVivo. When 
one description was coded, I ticked the bracket to remind myself of the 
progress of my work. If the lines related to one of the other questions, 
I allocated them the exact question number as a reminder and coded 
them later on. Furthermore, one description could be assigned to two 
codes if it appeared to fit two contexts. The codes were presented in 
the form of a sentence, enabling me to recall the original lines or 
descriptions more effectively. When I had finished coding the 
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non-(QJOLVKPDMRUVWXGHQWV¶WUDQVFULSWVWKHOLVWRIFRGHVJHQHUDWHG
from them was used as a reference to code the English major VWXGHQWV¶
interview data. However, new codes were added once the existing 
codes were inadequate to reflect certain descriptions in the latter. The 
transcripts of the teacher interviewees also went through the same 
coding process as those of the student ones. 
 After coding was done, four sets of coding frames²WZRVWXGHQWV¶
DQG WZR WHDFKHUV¶ (QJOLVK PDMRUV DQG QRQ-English majors)²were 
developed to demonstrate what had been found from this further data 
processing. Firstly, I printed out the lists of codes underneath the 
questions directly related to my research questions. I then opened an 
([FHOILOHDQGSXWµFDWHJRU\¶µFRGH¶DQGµIUHTXHQF\¶DVWKe headings of 
my coding frames at the top of the spreadsheets. I attempted to treat 
HYHU\FRGHDVDFDWHJRU\DWWKHEHJLQQLQJDQGGLGWKHµPDWFKLQJJDPH¶
Specifically, codes were typed in one by one, during which I started to 
match the codes by their features and ticked the ones addressed. If a 
certain code could not be assigned to a group, it was kept apart first to 
see whether it fitted into any of the following codes. In addition, one 
code could be distributed over two or more categories given that it 
apparently fitted more than one context. A number of chunks of codes 
were shown in the spreadsheet; each chunk was given a name 
illustrating the commonality of the codes involved. The categories of 
the preceding sets of coding frames were referred to while I was 
dealing with codes in different groups, except for the English majors. 
New categories were added when necessary. Finally, I re-examined 
the codes in each category to see whether they were in the right place 
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or needed to be re-categorized. 
 Although the codes were grouped into different categories, the 
latter were more like subthemes which could be further categorized 
into major themes, UHIOHFWLQJ WKH WUXH SLFWXUH RI WKH SDUWLFLSDQWV¶
experiences of anxiety. The themes were developed in much the same 
way as the categories. No category was shown a second time 
underneath another theme because (1) themes were thought to have 
their own exclusive properties, (2) the quality of each category was 
clear, and (3) it would make the work never-ending if the same was 
applied for establishing themes.   
 In order to enhance validity, the categorizations of codes and 
sub-themes were both examined by my supervisor as the third party. 
She agreed with my classifications of the items although a few 
amendments were suggested and made after the inspection.  
 
3.5 Ethical considerations 
 This research project was approved by the School of Education 
Research Ethics Coordinator at the University of Nottingham in 
November 2011. This approval also included the appropriateness of 
my research information sheet and participation consent forms for 
teachers and students. No CRB (Criminal Records Bureau) check was 
needed since the participants were all over 18 years old. Although 
educational research has been thought to cause little harm to its 
participants (Johnson and Christensen 2004: 111), the British 
Educational Research Association (BERA) has issued/revised ethical 
guidelines for educational research since 2004. In order to avoid 
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ethical misconduct, the guidelines are to be consulted in case ethically 
disputable issues arose.  
 Before conducting my research in the research site, I contacted 
the directors of the Department of English and the Department of 
Foreign Language Instructions via e-mail to obtain their permission to 
enter and contact their teachers and students for my fieldwork. After 
their approval, I approached the teachers of the target classes for 
their permission to access their students for the collection of my 
questionnaire data and interview data.  
As mentioned above, teacher and student participants were both 
given the research information sheet to read and a consent form to 
sign before their participation. The research information sheet was 
sectioned into (1) aims of this project, (2) number of people being 
involved, (3) procedures for this study, (4) risks of participation, (5) 
benefits of participation, (6) confidentiality, and (7) the right to 
participation. As for the consent form for the questionnaire, the 
students reconfirmed their understandings of this project, their 
participation, the right to withdraw, confidentiality/anonymity, data 
protection, and the channel of complaint. Due to the need for the 
second phase interview, the students were encouraged, rather than 
forced, to leave their contact information at the end of questionnaire. 
They were told the reason for filling in this part and promised 
confidentiality and its being used for this research only. The 
statements in the consent form for the student interviews were the 
VDPH DV WKRVH IRU TXHVWLRQQDLUH H[FHSW IRU µ,ZLOO EH DXGLR-taped 
GXULQJLQWHUYLHZ¶,QWHUPVRIWKHWHDFKHUV¶LQWHUYLHZVWKH\ZHUHDOVR
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given a research information sheet and a consent form before the 
interview started. Their consent form was the same as the one 
presented to the students. Both the teachers and students were again 
promised anonymity when excerpts from their data were displayed in 
the report of my findings.   
 
3.6 Summary 
This chapter presented the research methodology of this study. 
Under pragmatism, a quasi-mixed method design was used for this 
research. The participants were university students and teachers of 
English in Taiwan. Student participants first filled in a scale, and some 
of the most anxious were then selected for interview. The teachers 
were interviewed to examine their sensitivity to students¶ anxiety in 
the classroom. The questionnaire data were statistically analyzed to 
select the target population. The interviews were transcribed verbatim, 
coded, categorized, and thematized to finalize the answers to the 
research questions. The ethical issues which arose were also 
discussed to show my conduct towards the participants and the study. 
Chapter 4 reports the findings from the students¶ interviews. 
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CHAPTER 4 INTERVIEW FINDINGS: STUDENTS 
 
4.0 Introduction 
Previously in Section 3.4.2 of Chapter 3, I explained how the 
themes generated from my interview data were arrived at in detail, i.e. 
the procedure from coding and categorizing to thematizing. The lists 
of themes are presented either in the appendices or in this chapter to 
(1) reveal the complete picture of the outcomes and (2) illustrate what 
has been focused on in this report. Appendices 7 and 8 show the intact 
versions of themes generated from the English majors¶ and 
non-English majors¶ data respectively.  
Due to the prescribed scope of this thesis and the number of (sub-) 
themes generated by the research, not all the themes that emerged 
are described and discussed in this chapter. The selection or rejection 
of themes is important to the issue of µwhat matters here¶. Thus, the 
selection process was based on three considerations: (1) the number 
of codes contained in a theme, (2) the literature reviewed, and (3) the 
diversity of findings.  
With regard to the first consideration, the number of codes in a 
theme can be said to demonstrate the strength of the students¶ 
impressions of and reflections on a connected series of situations, i.e. 
the more, the stronger. In terms of the second consideration, the 
literature provides the researcher with not only important background 
knowledge, but also the potential contrast between the previous and 
current findings. Lastly, consideration of the interesting and less 
discussed or unexpected comments/themes may help depict a picture 
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which, despite the difficulties mentioned above, still draws people¶s 
attention to and gives them different insights into learner anxiety. In 
the light of these three conditions, I aim to account for and explore the 
students¶ major concerns about their own anxiety in the English 
language classroom with appropriate breadth and depth. (In terms of 
the individual groups¶ classroom learning, the most essential theme of 
each aspect of anxiety is highlighted in yellow in the table below.)    
Table 4.1 and Table 4.2 below are the abridged versions of the original 
lists of themes above.  
 
Table 4.1 Reduced themes from English majors¶ data 
 
 
 
 
Aspects 
(of anxiety) 
Situation  Source Effect Coping 
strategy 
 
T
h
e
m
e
s
 
1. Exposure in 
class  
1. Concern 
about peers¶ 
judgments 
1. Classroom 
dynamics: 
avoidance 
1. Relaxation 
techniques 
2. Learning in 
class: 
unpredict- 
ability 
2. Negative 
self- 
Perception of 
L2 learning 
2. Poor 
speaking 
performance 
2. Gaining 
support from 
others  
 
3. Working 
with others 
different 
from me  
3. Individual 
differences: 
learning 
behaviors 
3. Self- 
disapproving 
thoughts 
3. Readi- 
ness for 
activities 
  4. Being 
propelled to 
work harder 
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Table 4.2 Reduced themes from non-English majors¶ data 
 
 This chapter will present the interview data collected from both 
English major and non-English major students. Firstly, the data from 
English major students will be presented, followed by the data from 
the non-English major students. For each group of subjects, the 
sections are organized in the order of the sources, situations, effects of, 
and coping strategies for EFL anxiety. The idea for this organization 
comes from the concept of µcause and effect¶. After the difficulties are 
detected, solutions are then explored for the problems. (The themes 
in each aspect are not necessarily linked with each other as the aim of 
this study was to look into the different dimensions individually.) The 
diagram below explains the structure: 
 
 
Aspects 
(of anxiety) 
Situation  Source Effect Coping 
strategy 
 
T
h
e
m
e
s
 
1. Learning 
English in a 
formal 
classroom  
1. Negative 
self- 
Perception of 
L2 learning 
1. Classroom 
dynamics:  
avoidance 
1.  
Relaxation 
techniques 
2.  
Exposure in 
class  
 
2. 
Inadequate 
English 
ability 
2. Poor 
speaking 
performance 
2.  Gaining 
support from 
others 
*3. Learning 
in the class: 
unpredict- 
ability  
3. Academic 
expectations 
of themselves 
3. Self- 
deprecating 
thoughts 
*3.  
Confronting 
anxious 
situations 
  4. Being 
propelled to 
work harder 
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Figure 4.1 The order of the sections 
 
 
Likewise, themes in each section are organized in accordance with the 
number of codes generated and the literature discussed on each of the 
themes. In other words, the sequence is from a large to a small 
number of codes and from commonly to less commonly mentioned 
themes in the literature. (Notwithstanding their highest frequencies, 
the themes asterisked in Table 4.2 were positioned in the last places as 
the less discussed or unexpected items.) The purpose of this order is 
to gradually build up a coherent and in-depth picture of the research 
outcomes.  
Moreover, as mentioned in Chapter 3, the interviews were all 
conducted and transcribed in Mandarin Chinese, but the excerpts have 
been translated into English. This type of parenthesis²(.)²has also 
been used within the extracts to add extra information. Specifically, (.) 
indicates a pause in the middle of a sentence to indicate the original 
flow of my participants¶ speeches. The µR¶ in the extracted dialogue 
represents the interviewer himself, i.e. the researcher. 
 
 
Situations 
 Sources 
Effects  
Coping tactics  
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4.1 English major students¶ EFL anxiety 
 
4.1.1 The situations where anxiety happens 
The situations in Table 4.1 comprise (1) exposure in class, (2) 
learning in class: unpredictability, and (3) working with others 
different from me. Each also included several minor categories, 
highlighting more specific situations in which anxiety occurs. Each 
sub-category is introduced below.  
 
4.1.1.1 Exposure in class 
Students are encouraged to speak English in the classroom to get 
used to speaking the language. Figure 4.2 reveals the relevant 
activities mentioned by the anxious students.  
 
Figure 4.2 The sub-themes of µexposure in class¶ 
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When attempting or required to respond, speak, or present in English 
in class, students, of course, risk exposing various aspects of 
themselves to the whole class. 
 
Spontaneous speaking in class 
Spontaneous speaking in class was considered to be threatening 
by at least half the students. Specifically, they were concerned mainly 
about being called on to speak, including being randomly picked by the 
teacher, and speaking voluntarily. One student described her anxiety 
over being called on to speak, and her teacher perceived her 
nervousness on one occasion. She hoped to improve in her next 
attempt. In her own words,  
 
As I looked like having something to say, my teacher called on 
me to answer her question« so this meant that I had to 
answer the question in front of my classmates. And, again, I 
used very simple English to respond. After class,«The 
teacher asked me, ³XXX [ENG02], did you feel anxious when 
I called on you?´ I answered her, ³A little bit.´  Then, she said, 
³Just a little bit?´ I said to her, ³NR´6KHVDLG, ³If you only felt 
a little bit, then I would call on you again to answer another 
TXHVWLRQ´ ,VDLG, ³NRZD\«´ I feel I still hope if I speak English 
in front of my classmates again, I can be less nervous. I hope 
this can be improved (ENG02).     
 
Moreover, there were times when a student might feel motivated to 
answer a teacher¶s question, but, even then, there were problems with 
this: 
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ENG03: Sometimes you can actually understand the question 
asked by teacher,«. Of course, you really want to 
speak, but students are required to respond in 
English. Thus, you just give up straight away .  
R:      That is to say, when you want me to respond in 
English, I am really nervous indeed.  
ENG03: <HDK« 
 
6KHIXUWKHUPHQWLRQHGKHUFODVVPDWHV¶UHDFWLRQ, similar to hers, in the 
same situation:  
 
There was one time when the teacher said that Chinese was 
allowed, so my classmates were very active and willing to 
answer and were able to say a string of words. However, 
when responding in English, they might just finish their 
response within two or three sentences (ENG03).  
 
When asked about her own anxious experiences in class, another 
interviewee shared with me a number of classroom situations, one of 
ZKLFKZDVµZKHQ,DPVSHDNLQJLQP\(QJOLVKFODVV¶:  
 
I feel anxious in most of the English classes after entering 
university because everyone is (.) I feel that everyone is very 
professional. Therefore, as soon as you speak, you show your 
weak spots. Then, you will (.) I feel a bit more anxious when 
I speak in class (ENG06).    
 
Seemingly, this student feels pressure after comparing her own ability 
with that of her peers. This probably makes her feel that her inferiority 
would be exposed in public when she had to perform. Her worry makes 
me wonder whether she, to some extent, cares about others¶ 
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reactions or failing to protect a positive image.  
 
Speaking on stage 
Speaking on the classroom stage appears to be a situation that is 
rather frightening for many of the students. No matter what speaking 
task they perform, they seem, again, to be anxious about facing all of 
their classmates and trying to finish their oral task at the front. The 
only male student in the group recalled his first year experience at 
university and said that he was more likely to feel stressed and 
nervous in the English class: 
 
Due to the fact that at the beginning, I was still not used to 
that kind of feeling (.) I mean it became the situation that we 
had comparatively more chance of coming up to the stage to 
do oral tasks or presentations with ppt. Since we needed to 
present in English, I became relatively anxious when I did not 
know how to express my ideas in English (ENG04).  
 
He, however, claimed that he later felt much better after becoming 
more accustomed to this activity although having some anxiety was 
inevitable for him. Furthermore, one female fellow claimed that she, 
generally speaking, disliked coming up to the stage to perform in any 
FODVVLQFOXGLQJ(QJOLVK1HYHUWKHOHVVVKHµZould speak if in front of 
acquaintances, but not in front of unknown people¶(1*She then 
described her first year experience of anxiety over speaking on stage:  
 
Because everyone was still shy in the first year, at the 
beginning teacher would ask you to come up to the stage and 
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say, ³Ok! stand on these three (.) One stands there and one 
stands there, and then two practice English conversation face 
to face.´ $WWKDWWLPHZKHQRQstage, you felt very anxious as 
if you were going to faint very soon (ENG09).  
 
After everyone in the class knew one another, her teacher asked 
students to stand on the opposite sides of the classroom for English 
conversation practice. According to herµThe one standing in the front 
would feel [comparatively] very uncomfortable and uneasy as the 
RWKHUV NHSW ORRNLQJ DW KLP RU KHU¶ (1* The above students¶ 
problem is presumably lack of experience or familiarity with the 
classroom practices. It is also reasonable to question whether their 
English abilities are good enough to support them in these activities. 
Stage fright or shyness could, moreover, be an issue for the students, 
especially the female one.  
 
Awareness of performance problems 
Finally, the students claimed to produce negative emotional 
responses to the perceived flaws in their own performances in class, 
such as faltering speech, poor pronunciation, and incomprehensible 
responses. One of the students thought that it was shameful for her 
not to speak English fluently and smoothly in class: µ, IHHOZKHQ ,
perform and speak raggedly in class, I feel very ashamed as everyone 
is listeQLQJWR\RXVSHDN¶(1*. Once again, the anxiety occurring 
in this situation perhaps originate from such causes as fear of giving 
people a negative impression of her, i.e. losing face, and disliking 
feelings of being judged by peers and receiving negative comments or 
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reactions from classmates. Another female student employed words, 
VXFK DV µZRUULHG (ᏼЈ )¶ µDIUDLG (্܂ )¶ DQG µQHUYRXV (ᆙ஭ ) ¶, 
successively in expressing her anxiety when she felt that she was not 
pronouncing English well. She referred explicitly to two situations²(1) 
being given a text in advance and asked to read it aloud the next day 
and (2) being given a text and asked to read it instantly: 
 
If she [the teacher] today suddHQO\«asks me to read a text 
aloud straight away, then«I will be very worried about 
pronouncing each word badly. Therefore, I will particularly 
focus on the pronunciation. However, if she gives me an 
article and asks me to read it aloud next day, then I will 
definitely JR DQG«check the pronunciation, something like 
that. It is because I feel that pronouncing incorrectly is 
something that should not happen (ENG01).  
 
This student seems obsessed with correct pronunciation. She believes 
that pronunciation has a great impact on people¶s initial impression of 
a person. Therefore, it becomes important for her to pronounce 
English without flaws when she is speaking English.  
 
4.1.1.2 Learning in class: unpredictability 
 Unpredictability here indicates situations and consequences that 
the students did not expect to happen or did not have any way to 
anticipate what happened while undertaking learning tasks in the 
classroom. Specifically, Figure 4.3 illustrates two sub-themes 
assigned to the major theme of unpredictability. 
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Figure 4.3 The sub-themes of µlearning in class: unpredictability¶ 
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I am sunk; I will miss this chapter when reviewing work 
before the test, woQ¶W,"´ (ENG06).  
 
She also explained that the content of the teacher¶s talk can influence 
her emotional reactions to the situation: µIt depends on the 
importance. If the teacher just talks about something not related to 
the class (.) I mean just talking about daily trivial matters in English, 
then I feel it is fine¶ (ENG06). Apparently, this student is still confident 
in understanding the teachers¶ words to a certain extent, but feels her 
ability is poor when she has to cope with relatively difficult, unfamiliar, 
or unexpected content. Therefore, she may normally have no warning 
before the problem occurs. Apart from the above situation, ENG06 
also stated that she was unable to cope emotionally with the situation 
when her teacher wanted her to answer a question which she had not 
prepared in advance. Specifically,  
 
For example, I now have three questions and have prepared 
for them in advance. If the teacher asks me these questions, 
I will not feel afraid. However, if the teacher unexpectedly 
asks me a fouUWKTXHVWLRQ,ZLOOEHDWP\ZLW¶V end and not 
know how to answer (ENG06).  
 
Additionally, a student described university teachers¶GLIIHUHQWZD\s of 
posing questions to students from high school ones¶:  
 
Yes, the high school teacher also called on students, but he or 
she would not (.) The teacher just taught us by referring to 
the text books. What we studied were just the things which 
the teacher taught us, so you just studied what was taught if 
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you did not understand it. However, my teacher now (.) This 
may be the question in the text book. The teacher would 
extend the question and ask you and call on you to respond 
(ENG08). 
 
The situation, mentioned at the end of her remark above, was 
suggested to engender her nervousness because of the 
unpredictability of content. However, closed-ended questions would 
not be problematic for her:  
 
If the teacher just wants you to (.) gives you some time to 
write down your answer and say it, but that answer is not 
open-ended, i.e. there is a fixed answer to the question. If the 
teacher asks me to answer, I will not feel nervous. However, if 
the answer is open-ended, i.e. you need to state in detail, I 
will feel nervous (ENG08). 
 
Taiwan¶s education system before university level is quite 
test-oriented. We are usually educated with the concept that there 
must be a fixed answer to a question. We are, therefore, more used to 
closed questions rather than open-ended ones requiring students to 
think and develop their own arguments or ideas. Moreover, in terms of 
classroom culture, students are normally not allowed to talk in class 
unless called on to by the teacher. That is, we have to keep quiet and 
listen to the lectures and take everything in without any reflection. The 
last two cases appear to indicate that the students have their own 
views of how classes are typically run, which may originate from their 
past learning experiences.  
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Unknown consequences/results 
Performing poorly in class is seemingly a major issue for the 
students. They can have anxiety related reactions to the situations 
above since they are unable to foresee what will happen afterwards. 
One student first described her anxiety about the WHDFKHU¶VUDQGRPly 
calling on students, but later in her interview she emphasized that it 
was whether or not she could DQVZHU KHU WHDFKHU¶V TXHVWLRQ WKDW
played an important role in her emotional response and what the 
consequence of that might be. The dialogue between me and ENG09 is 
as follows: 
 
R:      So, while the teacher is randomly calling on students 
(.)«Do you all feel nervous? 
ೇ 
ENG09: I would think in my mind, µDo not call on PH¶ 
R:      So, is it because you feel very nervous or what? 
ENG09: it is because I am very nervous, and also really do 
not know the answer. If I know the answer, I can say 
I will absolutly not think, µDo not call on me¶. Ok, I am 
the one. I mean just like it is not a big deal. I am the 
one who you call on. Then, I just answer.  
R:      How about when you do not know the answer? I 
mean why you would feel very nervous«  
 
ENG09: It may be because I am afraid of being punished by 
the teacher. 
 
4.1.1.3 Working with others different from me 
Language teachers normally make use of group work as a 
platform for students to, for example, share their thoughts and 
practice their English skills with each other. Nevertheless, the people 
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in the group may influence each other¶s emotions. More precisely, as 
Figure 4.4 shows, µworking with more advanced VWXGHQWV¶ and 
µworking with unfamiliar students¶ are the two components of the 
theme. 
 
Figure 4.4 The subthemes of µworking with others different from me¶ 
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in class, I will feel relatively relaxed. If the classmate is (.) 
But, if the teacher groups me with an unfamiliar and superior 
one, I will become comparatively nervous (ENG08). 
 
4.1.2 The sources of anxiety 
 The significant sources of anxiety, as listed in Table 4.1, are (1) 
concern about SHHUV¶ judgments, (2) negative self-perception of L2 
learning, and (3) individual differences: learning behaviors. Each of 
these also includes several minor categories pointing to more specific 
sources of anxiety. The introduction to each sub-category is presented 
below.  
 
4.1.2.1 Concern with peers' judgments 
 This source of anxiety, as the diagram below reveals, indicates 
that the participants seem to be particularly concerned about 
perceiving or receiving negative feedback from and exposing their 
flaws to their classmates.  
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Figure 4.5 The sub-themes of µconcern about peers¶ judgments¶ 
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because my expressiveness is not very good, I just do not 
know how to express my ideas thoroughly although I know 
what I am probably talking about. I am afraid that others may 
say you are so (.) very poor or something (ENG02).  
 
A multi-level class, therefore, could mean that the more proficient 
students may detect the less proficient ones¶ mistakes and evaluate 
their performance. Furthermore, as ENG08 said, µI am just afraid that 
they would wonder why I speak so poorly and the like because we 
study in the same class after all¶. Another female student expressed 
her concern about pronouncing English poorly. Compared with some 
classmates, she said that her way of speaking English is rather 
µTaiwanese¶ LH µ[no] VSHHG DQG LQWRQDWLRQ¶ (1* 6KH later 
claimed that pronunciation KDVDQLPSDFWRQSHRSOH¶VYLHZVof RQH¶V
spoken English: 
 
It plays the role that others hear if your speaking English 
sounds beautiful«There are many teachers who once studied 
abroad, so they speak English very fluently and the like. But 
I would favor more those who can speak English beautifully. I 
myself do have this kind of feeling. Therefore, I think that 
others would also do the same. So, I feel that pronunciation is 
very important for me (ENG08). 
 
She finally commented that even though someone spoke English 
accurately, if his or her pronunciation was poor, she would consider his 
or her speaking to be no good. This student apparently puts great 
emphasis on pronunciation, and holds the belief that it is important to 
achieve a native-like pronunciation. It is consequently not surprising 
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that she is so judgmental about others¶ speaking ability, only based on 
pronunciation. 
 
Afraid of negative reactions²advanced & unfamiliar peers 
The second and third components, i.e. afraid of negative 
reactions²unfamiliar and advanced peers, are illustrated together 
here as both kinds of classmate were mentioned within the same 
description. A female student said that she was worried about 
unfamiliar and advanced peers¶QHJDWLYHFRPPHQWV about her: 
 
Sometimes when the WHDFKHUJURXSVWKHVWXGHQWV«of course, 
the group you are grouped into must include many unfamiliar 
or a few advanced peers«Then, you cannot just always stay 
quiet and not offer any ideas. Yet, although I feel that I myself 
have some ideas or opinions, I just do not know how to 
express them if they all need to be in English«I am just so 
afraid that others will think why your answer is so rubbish and 
the like (ENG08). 
 
She later restated her struggle in a more precise way:  
 
I hope that I do not need to participate in all the activities, but 
it is impossible. If I do not participate, others will say 
something about me. However, if I participate, I am afraid 
that others will feel my answer is not what they want 
(ENG08).  
 
This student possibly feels insecure and has a negative self-concept 
when with the above classmates. Precisely, she knows nothing about 
unfamiliar peers; ability differences make her feel under pressure. She 
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may also want to make a good impression on them and probably does 
not want to be criticized by advanced and unfamiliar classmates.  
 
Feeling of being judged by peers 
 Being judged or evaluated by peers while performing in English 
seems to be normal for the students. They assume and, at the same 
time, are concerned that their peers act as both audience and 
evaluators of their performances in classroom activities partly because 
they judge their peers in the same way. As one student iterated, when 
listening to others perform in English, µ«I myself will also think okay, 
this man (.) I mean what he or she has done well and what poorly¶ 
(ENG01). Clearly, this attitude negatively impacts on the students¶ 
emotions when performing in English.  
 
Feeling of being judged by unfamiliar peers 
Due to the fact that one code in the above sub-theme is specific to 
unfamiliar classmates, i.e. feeling of being judged by unfamiliar peers, 
this has been identified and so forms another category by itself. It is 
another dimension that the interviewee wanted to focus on while 
discussing related issues. A female student distinguished two 
opposing emotions when asked to converse with a peer (a familiar 
classmate compared to an unfamiliar one) in English speaking practice. 
It was because  
 
Those familiar with you must know how well you speak 
English. I am not even worried about how they would feel 
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about me. However, if they are people I am not familiar with 
or never talk to, I will feel very annoyed. I will want to 
perform well. But, the result is normally not good (ENG08).  
 
I prompted her later in the interview to share more with me about her 
struggles in that situation:  
 
It is because I do not know...whether he or she would say 
something in private. Furthermore, everyone has his or her 
own opinions or thoughts. I think it is likely that after I talk 
with him or her, he or she may more or less have comments 
in their minds. I am sure there must be (ENG08). 
 
She emphasized her point: µ, MXVW GR QRW ZDnt to allow others 
[unfamiliar peers] to comment on me...I mean after our 
conversation,«s-/he her-/himself may wonder why my level is this or 
that,MXVWIHHOYHU\DQQR\HGDERXWLW¶(1*  
 
Peers¶ unpleasant behavior 
The sub-category, µpeers¶ unpleasant behaviors¶, is mainly about 
FODVVPDWHV¶ unfavorable behavioral responses, such as weird looks 
and disturbing laughter, concerning each others¶ English ability or 
performance. One student claimed that she sometimes felt as if 
somebody was laughing when she spoke in class. In fact, she did not 
care that her classmates laughed out loud at her because of her local 
accent. What, however, touched her nerve was underhand sniggering 
noises made by others: 
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Because I have the problem of accent, when I speak and my 
classmates go ³KD-KD ´,GRQRWUHDOO\PLQG+RZHYHU\RX
may sRPHWLPHV/LNHQRWORQJDJR«I was a bit not sure 
about the pronunciation, so I just said /dܼޘskas/. Then, he [a 
male classmate] just made the sound, /tsʊK«He maybe also 
wanted to laugh out loud, but it was his snigger that made me 
feel pretty uncomfortable. Therefore, I just started to be a bit 
afraid of this kind of situation. I mean a bit like why did he 
make that kind of sound? I felt very angry and sad. I cannot 
accept that kind of sniggering (ENG06). 
 
The disturbing sound, as she explained, made her feel the object of 
prejudice and disrespect, and this was believed to add a new source of 
anxiety for her. It seems that this student knows her own problem well 
and therefore thinks that people laughing at it is a normal, inevitable 
reaction. However, sniggering is unacceptable.  
 
Face concerns 
 µ)DFH concerns¶ LV a sub-category that mainly relates to the 
VWXGHQWV¶FRQFHUQDERXWfailing to maintain or protect their own image 
or making themselves or being made to feel embarrassed in class. In 
other words, they are afraid of their disadvantages being noticed and 
being laughed at when they do not perform well. When asked about 
where her anxieties came from, one interviewee revealed that the 
biggest problem for her was her lack of self-confidence, although she 
believed that her teacher would still patiently listen to students, 
regardless of how slowly they spoke up. I then probed her 
interpretation of self-confidence here. However, in her response, she 
indicated that her worry about being laughed at was due to her inferior 
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performance:  
 
You just feel that your level of English is not as good as others. 
And, you feel that (.) maybe other classmates can use very 
profound words to describe things. However, you may always 
be only able to use easily comprehensible words to speak or 
answer questions. You therefore become too fearful to speak 
or respond. You are afraid that others will laugh at you 
(ENG02). 
  
In addition, a male student attributed his anxiety about being called 
on to answer a question to the fact that many people could hear his 
UHVSRQVH$OWKRXJKKHGLGQRWPHQWLRQDQ\WHUPUHODWHGWRµIDFH¶WKH
above factor could be an indication of his fear of feeling embarrassed 
or losing face in class:  
  
For example, I was called RQVRPHWLPHEHIRUH«The question 
was really pretty easy. Maybe...there were too many people, 
so I was very nervous. As everyone can hear your answer, 
you apparently needed to think how to respond. You might 
NHHS VD\LQJ ³, WKLQN LW iV´ something. You just kept 
stammering DQG WKH OLNH«I think that it is mainly because 
there were too many people (ENG04).  
 
Later in the interview, he briefly described what could make him 
anxious when giving a wrong answer. His remarks showed how he 
cared about others hearing his mistake: µFor example, like in the way 
of asking questions, maybe I give a wrong answer. Then, I myself may 
think that everyone can hear my answer at that time, but I still 
UHVSRQG WR WKHTXHVWLRQZURQJO\¶ (1* In Chinese culture, we 
attach great importance to our own self-image. We believe that 
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excellence or perfection is the one quality to present to people. Thus, 
it is little wonder that poor performance can cause anxiety about loss 
of face in front of others.  
 
4.1.2.2 Negative self-perception of L2 learning 
How students perceive themselves in different aspects of learning 
can have a huge impact on their emotions during their participation in 
classroom activities. As Figure 4.6 reveals, the students were found to 
have three areas of negative self-perception:  
 
Figure 4.6 The sub-themes of µnegative self-perception of L2 learning¶ 
 
 
Low self-confidence 
Regarding µlow self-confidence¶, the students revealed the 
concerns about their own disadvantageous English ability or skills, i.e. 
no µlack of anxiety¶ in using the L2 and negative µself-ratings of L2 
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students evaluated her own English ability and considered it to be 
inferior:  
 
you just feel that your level of English is not as good as others. 
And, you feel that (.) maybe other classmates can use very 
profound words to describe objects. However, you may 
always be only able to use easily comprehensible words to 
speak or answer questions (ENG02).  
 
Her self-perception consequently prevented her from participating in 
any activities requiring speaking. Moreover, the male interviewee 
seemed to attribute his emotional (and technical) problem of 
communicating with native English teachers to his inferior speaking 
skills, i.e. the negative rating of his own speaking ability: 
 
While talking to the teacher, maybe the native English teacher, 
I still more or less have (.) I still have so far felt a bit that I do 
not know how to talk to him or her. I mean I still feel very 
nervous. I think it is because maybe I myself do not speak 
very well, and I do not speak very fluently either (ENG04).  
 
He further noted that although his teacher listened to him very 
patiently, this could make him far more nervous²his WHDFKHU¶VZDLWLQJ
for him to speak and his incapacity to express his thoughts.  
 
Low self-efficacy 
Low self-efficacy is different from µlow self-confidence¶ in that I 
relate it to when VWXGHQWV GR QRW KDYH µEHOLHI LQ KLVKHU DELOLW\ WR
perform a designated WDVNRUFRPSOHWHDQDFWLYLW\¶ (Mills 2014: 8) in 
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the class. A female student thought that the main source of her 
anxiety was a lack of self-confidence, and HYHQFRQVLGHUHGLWDµEDUULHU¶
to her participation in the activities: 
 
I think it is a lack of self-confidence«The teacher is expecting 
you to take your time over speaking. At least, the teacher 
thinks that you should not DOZD\VVD\\RXGRQ¶WNQRZ, you 
GRQ¶WNQRZ. The teacher, of course, hopes that you can (.) will 
still listen to what you are trying to say. I think it is me myself 
(.) I think it is my own lack of self-confidence, my own barrier, 
I think (ENG02).  
 
Notwithstanding, some of her further responses offer more specific 
information on her belief about her lack of self confidence. For 
example, apart from µYou feel that others would all consider your 
expressions strange¶, she is also µafraid that the teacher cannot 
XQGHUVWDQG ZKDW , DP VD\LQJ¶ (ENG02). In line with the given 
definition, her descriptions are, nevertheless, indicative of a lack of 
self-efficacy in different situations. Another student noted his anxiety 
about giving individual (impromptu) speeches or presentations on 
stage, and further explained that he was concerned about his ability to 
perform: 
 
Sometimes when taking a test or maybe like we come up to 
WKHVWDJH«, I will still feel very nervous. Because this is quite 
impromptu, i.e. you are given five or six minutes and you 
need to come up with a two or three minute summary to 
make an introduction, you will feel unsure as to whether you 
will do it badly or that you may not be able to prepare yourself 
well enough within the time limit (ENG04). 
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They seem to have negative assumptions about their levels of English 
and therefore would doubt whether their abilities are good enough to 
help them to complete the tasks successfully. Their lack of experience 
in speaking could also be associated with the development of their low 
self-confidence and self-efficacy. Furthermore, without positive past 
experiences to support them, it is likely that they imagine scenarios of 
poor performances.  
 
Comparison with classmates 
 Comparison between classmates is probably inevitable in the 
learning environment. Students discover the difference in English 
ability between themselves and their peers within the process of 
learning, and can perceive themselves as capable or incapable in their 
environment. A female participant gave an example of group 
discussion in the professional courses of her major through the 
medium of English and revealed that she felt very anxious during the 
process, mainly due to the difference in English levels. By contrast, 
she was less afraid of speaking in her general English class, where 
people had similar English proficiency levels. She commented that 
µMostly when needing to cooperate with your classmates, you are 
more able to see the difference between yourself and others. Then, 
\RXZRXOGEHFRPHYHU\DQ[LRXV¶(1*$IWHUDVHULHVRITXHVWLRQV
and answers, she reemphasized her awareness of difference in English 
ability and explained how this can influence her emotions and 
behavior in different classroom situations:  
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I think that what inIOXHQFHVPHWKHPRVWLVEHFDXVH«I myself 
really feel that my level is either similar to or very different 
from everyone else«If I am now in the general English couse, 
even if the teacher calls on me and I am very nervous, I 
maybe spend two or three seconds at most thinking, and then 
answer a little later. But, I am still able to speak up using very 
simple English. However, if in professional courses, because 
my own perception (.) I always know that there is a big 
difference between myself DQGRWKHUV¶OHYHOVRI(QJOLVK6RLW
is comparatively easy to feel stress when you need to 
complete, for example, a questionnaire or something 
together with your classmates (ENG02). 
 
Undoubtedly, this student discovered the differences in ability by 
comparing herself with others. Nevertheless, an issue raised here is 
whom she has compared herself with. If the persons are far more 
proficient than she is, it is hardly surprising that this makes her life a 
misery since catching them up is not instantly possible. Furthermore, 
identity crisis and peer pressure may happen because of her 
uniqueness in the group.  
 
4.1.2.3 Individual differences: learning behaviors 
The students unveiled some of their beliefs about and habits of 
learning English (in the classroom) as parts of the sources of their 
anxieties. Figure 4.7 demonstrates the items involved in µlearning 
behavior¶: 
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Figure 4.7 The subthemes of µlearner behavior¶ 
 
 
Learner beliefs 
Stevick (1980) claims that µwhether other people agree or not, 
learners act upon their beliefs as if they were true¶ (cited in Gregersen 
and MacIntyre 2014: 34). In other words, unhelpful beliefs can 
contribute to difficulties, e.g. emotional issues, in language learning. 
One interviewee believed that pronunciation could influence the 
LQWHUORFXWRU¶V ILUVW LPSUHVVLRQ RI KHU in terms of English (ability). 
Therefore, DV VKH UHVSRQGHG µ, IHHO YHU\ worried when I do not 
pronounce English well¶ (ENG01). Furthermore, in her own words:  
 
I mean while you are talking with someone in English, the 
way you pronounce English is the first impression a person 
has of you,« Therefore, if my pronunciation is wrong, I will 
become even more afraid«[and] nervous. Yet, I am not so 
nervous that I dare not speak anymore. I may relatively 
zealously want to instantly know what its KK phonetic symbol 
looks like. I will go look it up (ENG01).   
 
Individual 
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1. Learner beliefs 2. Learner habits 
 170 
 
Another female student explained about her anxiety over the situation 
of being called on to answer a question missed in her preparation. She 
proposed two major reasons for this, one of which pinpoints a 
common myth/problem about learning/speaking English which 
Taiwanese people hold: 
 
I mean if she suddenly asks me a question about which I 
totally have no idea, then...I need to rethink Ah! So, how do 
I manage the grammar? Because I find that Taiwanese very (.) 
One reason why we cannot speak English freely is that we will 
think about whether this grammar is right or wrong, and then 
you do not speak out until we have constructed a perfect 
sentence. Therefore, when the teacher asks me, I will spend 
a lot of time thinking about it (ENG06). 
 
The extracts appear to indicate a belief that successful learning 
depends on whether the student can produce a native-like or 
mistake-free performance. However, risk taking plays an important 
role in learning a language well (Horwitz et al. 1986). That is, the 
students¶ (to them) logical, but erroneous, beliefs possibly hinder their 
progress in learning. These beliefs may also have some connection 
with the Chinese culture mentioned above²µno speaking until being 
sure¶. 
 
Learner habits 
µLearner habits¶ here indicate the methods/ways which the 
students are accustomed to adopting to deal with learning related 
activities. Nevertheless, it seems that some of these do not lead them 
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to pleasant learning experiences. One participant explained the main 
reasons for her anxiety over listening tests played once only. Apart 
from the problem of adapting to understanding English expressions, 
she also attributed the negative emotion primarily to her habit in 
listening to English: µIn fact, I feel that this [way] should be no good. 
I mean I am still used to (.) For example, when I finish listening to this 
sentence, I am still used to interpreting it again in Chinese way of 
explanation¶ (ENG02). She further noted the problem caused by this 
habit: µWhile you are still thinking of what it just said, [it] has gone to 
the next question¶ (ENG02). Beliefs and habits are deeply ingrained 
over time and difficult to change. Thus, proper guidance is needed if 
certain beliefs and habits are considered by experts to be unhelpful for 
learning. Moreover, it is assumed that this student needs more 
practice to familiarize herself with more useful listening strategies and 
English itself in order to abandon her bad habit. 
 
4.1.3 The effects of anxiety 
The effects of anxiety on the English major students are 
summarized in Table 4.1, i.e. (1) community dynamics: avoidance, (2) 
poor speaking performance, (3) self-disapproving thoughts, and (4) 
being propelled to work harder. Each of these also includes several 
minor categories, indicating more specific effects of anxiety. The 
introduction to each sub-category is presented below.  
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4.1.3.1 Classroom dynamics: avoidance 
µAYRLGDQFH¶KHUHLQGLFDWHVWKDWWKHVWXGHQWVUHIXVHWRKDYHVRFLDO
interactions with people in the learning context. There were even 
people preventing themselves from participating in classroom 
activities. The diagram below illustrates the six contexts of avoidance 
generated from the interview data.  
 
Figure 4.8 The sub-themes of µavoidance¶  
 
 
Avoidance of classroom activities 
More than half of the students indicated their avoidance behavior 
when addressing anxious classroom activities. One student (ENG06) 
seemed to have difficulty coping and dealing with speaking activities in 
the class, e.g. felt anxious when speaking in class and lowered her 
head to avoid the teacher calling on her. She claimed that she was 
therefore comparatively quieter in English compared with other 
classes:  
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R:       So, if we compare general English and other classes 
ENG06: Of course, I am quieter in English classes because, 
after all, you dare not draw the WHDFKHU¶VDWWHQWLRQLI
you do not understand or are not sure about the 
subject. 
R:       You mean general English, i.e. classes for the four 
skills? 
ENG06: Yes, yes, yes. If you are not certain and keep talking, 
of course, the teacher will ask you to answer her 
questions. However, when the teacher calls on you, 
you do not know the answers. So, of course, it is 
better to just be quiet and listen to the WHDFKHU¶V
lectures.  
 
Another student claimed that many students, including herself, gave 
up volunteering to answer the WHDFKHU¶VTXHVWLRQVGXHWRher poor 
speaking ability. Furthermore, they believed that there were always 
people eager to give it a try. Hence, they would listen to them rather 
than speak in class: 
 
ENG03: Because we cannot reply quickly and fluently, and we 
think that there are many classmates willing to 
respond anyway, so we can just let them speak. We 
would have this idea. 
R:       Then, it is fine to just listen. 
ENG03: Yes, now that so many people want to speak, we can 
just listen.  
R:       Would you like to speak if you had the chance? 
ENG03: Sometimes you actually can understand the question 
the WHDFKHUDVNV«Of course, you want to speak, but 
you must speak in English. So, you just give up 
speaking. You know the answer, but you just give 
up. 
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Three students mentioned the avoidance effect caused by the arousal 
of anxiety during speaking or presentation activities on stage. They all 
thought it best to finish their presentation as quickly as possible. As 
RQHVWXGHQWVDLGµ,will ILQLVKLWYHU\TXLFNO\¶(1*EXWVWLOOLQFOXGH
all the ideas and information. Another student answered µ,MXVWIHHO
how annoying this is and why not finished yet, and then I need to keep 
thinking of some ways to make things up. I mean digging those things 
RXW¶ (1* The other student revealed µBecause I am totally 
agitated, I just want to get off the stage as soon as possible. I mean I 
just want to get away from it sooner rather than later¶(1*  
 
Avoidance of unfamiliar peers 
The eighth interviewee, who had discussed her problem with 
unfamiliar/advanced peers before, revealed her attempt to avoid 
having to interact with her group members if it was the teacher who 
divided students into different groups. According to her,  
 
Of course, the group you are grouped into must include many 
XQIDPLOLDURUDIHZDGYDQFHGSHHUV«,DPMXVWVRDIUDLGWKDW
others will think why your answer is so poor and the like 
(ENG08).  
 
She was consequently determined to waive her right to speak and let 
others present their ideas or opinions during group discussion. As she 
FRQFOXGHGµIt is fine if I choose my own members. However, if it is the 
teacher who does the grouping, I will let others do the presentation 
mostly. I will stay quiet if I do not need to speak¶(1* 
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Avoidance of advanced peers 
In terms of the third component, a student stated that she felt 
very anxious when speaking in front of or talking to foreign and more 
advanced students. She thought that they were all very good at 
English, so she waV DIUDLG RI µEHLQJ ORRNHG GRZQ RQ¶ DQG µEHLQJ
FRQVLGHUHGWREHVRPHRQHHTXLSSHGZLWKSRRU(QJOLVK¶(1*6KH
claimed that she therefore tried to have little contact with those 
students, e.g. rarely having conversations in English or interacting in 
GDLO\OLIHZLWKWKHP$VVKHVDLGµ,DPQRWEUDYHHQRXJKWRDSSURDFK
and interact with those equipped with greatHU(QJOLVKDELOLW\¶1* 
 
Teacher avoidance 
 Each student was asked whether they found their interactions 
with teachers (or peers) changing due to the arousal of anxiety. One 
student claimed that she would directly ask her classmates rather 
than teacher for help or more information when she was called on to 
respond to a question that she could not understand or answer: 
  
I mean if the teacher asks me a question and I cannot 
understand it, I will be very anxious. I may ask the 
classmates next to me about what she is asking me. Or, if I do 
not know how to answer it, I will also ask those next to me 
about how to answer it. However, I just do not directly ask my 
teacher in front of her face. I would rather ask the classmates 
next to me (ENG08). 
 
Another female student said that she was unable to answer the 
WHDFKHU¶VTXHVWLRQULght after being called on unless she was given 
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some time to prepare the question. Therefore, she lowered her head, 
i.e. avoided eye contact, WRSUHYHQWKHUWHDFKHU¶Vnoticing her at that 
moment: 
 
I also lower my head as I am afraid that teacher will call on 
me. In terms of asking a question, because I do not 
understand and I still need to digest the question and 
respond. I am not like those who can say whatever comes to 
PLQG«If you, for example, let me go out to do some 
discussion and give me ten minutes, I can answer you. If you 
suddenly ask me something, I cannot respond (ENG06).  
 
Avoidance of native English teachers 
Considering µnative English teacher avoidance¶, the male 
participant claimed that students mostly made little attempt to 
approach their native English teacher(s) about resolving their 
questions or problems unless the teacher could speak Chinese. They 
would rather directly consult their classmates about their difficulties in 
learning. The dialogue is as follows: 
 
ENG04: I think it depends on the type of teacher. Take native 
English teachers for example, most of the time, 
everyone is probably not brave enough to ask 
questions or the like. If they are teachers who can 
speak Chinese, yes, we may ask questions, but we 
just sometimes do not know how to express our 
questions in English. As a result, it turns out that we 
may directly use Chinese to ask the teacher what he 
RUVKHWKLQNVWKDWTXHVWLRQDFWXDOO\PHDQV« 
R:       So, no one is brave enough to ask, right? 
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ENG04: Yes, in general, no one is relatively brave enough to 
ask unless you are someone maybe with better 
speaking ability. So, you may go ask (.) may help 
everyone ask questions.  
                        ೇ 
ENG04: Yes, yes. Or, it may turn out that everyone asks their 
classmates whether they understand what the 
teacher was saying. 
 
Avoidance of English native speakers 
Lastly, the third interviewee noted that she felt quite nervous and 
uneasy when needing to communicate with native speakers of English. 
She thought that she could not understand the WHDFKHU¶V lessons in 
English, let alone native speakers, and that native speakers always 
spoke English very fast. For these two reasons, she attempted to block 
any chance of having interactions with native speakers: 
 
Yes, they speak very fast. Then, actually sometimes (.) In 
fact, that is certainly just a reflex action because it is actually 
not that difficult sometimes. One time there was a Sister on 
campus and she wanted to (.) I was very nervous at the 
beginning, so I asked my classmate to talk to her. As a matter 
of fact, what she was going to say was just that she needed a 
male student to help her move things, but you subconsciously 
thought that I just cannot understand it anyway, and so 
asked my classmate to come talk to her. However, in fact, I 
actually could understand what she said, and she did not 
speak very fast. Nevertheless, next time the same situation 
occurs again, you will still be subconsciously unwilling to 
communicate with and want others to talk to the person 
(ENG03). 
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The behavior of avoidance caused by anxiety is apparently quite 
common and pervasive here. It is, nevertheless, surprising that the 
emotion even negatively influences their interactions after class. This 
may be related to the fact that the courses they take are almost the 
same, and most of them are English-medium. Therefore, the time 
after class turns out to be the only period when the student can free 
herself from her own concerns. 
 
4.1.3.2 Poor speaking performance 
The affiliated codes revealed that the anxious feelings had 
fundamental negative impacts RQ WKH VWXGHQWV¶ VSoken production. 
µ:KDW¶DQGµKRZ¶WKH\SUHVHQW, as Figure 4.9 demonstrates, are the 
two aspects which emerged. 
 
Figure 4.9 The sub-themes of µpoor speaking performance¶ 
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Poorly-displayed speech contents 
The first issue raised here by the students was that they were 
unable to deliver well-organized contents while speaking or giving a 
presentation when anxious. An interviewee stated that she became 
confused about the order of contents while presenting on stage: 
  
I must feel very nervous. Because normally although I have 
rehearsed the order of presenting the contents, I just totally 
mess it up once I become DQ[LRXV«I actually did spend much 
time preparing for it (ENG03). 
 
Moreover, the male respondent experienced difficulty delivering the 
contents of his presentation clearly and smoothly. He noted that he 
was confused about what was presented since he did µVSHDNLQJDQG
UHFDOOLQJ¶ DOPRVW VLPXOWDQHRXVO\, and even needed to accelerate 
before the time was up. In his own words, 
 
At that time when you feel really nervous, either your brain 
goes blank or you just do not know what you are talking 
about. You just keep trying to recall. For example, you are 
allowed to write a draft. So, you maybe just keep trying to 
think of what was in the draft and which part I should start to 
connect from. You just start to recall. You would spend 
relatively longer on that. Once you have spent time 
remembering the stuff, you need to hurry yourself up later in 
terms of the progress of your presentation (ENG04). 
 
Poor performance in speaking skills 
The second category otherwise revealed that negative emotions 
also bring about undesirable presentation/speaking skills, such as a 
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slow speaking pace and ungrammatical sentences. One student 
mentioned that she could be very nervous when giving an impromptu 
presentation, e.g. taking an oral test through role play. She claimed 
that she, therefore, not only forgot the script, but also was unaware 
that the pace of her speaking slowed down considerably:  
 
I was nervous indeed. I was so nervous that (.) They all 
thought that I tried to deliberately stall for time and spoke 
very slowly. I was just so nervous that I forgot the script and 
tried to recall it. I was speaking and recalling it at the same 
time, and I totally had no idea that I spoke really slowly. 
However, after I got off the stage, my classmates asked me 
why I spoke so slowly. I replied, ³Really? I thought I spoke 
very fast.´  Because I usually speak very fast, I think I speak 
very fast (ENG9).  
 
Another student described how anxiety affected her ability to 
manipulate English usage, i.e. English grammar and sentence 
structure, in the context of speaking or presenting on stage. She, in 
short, thought that she spoke so-called Taiwanese English.  
 
It turns out that you just do not care about grammar. You just 
speak whatever comes to your mind. You do not try to 
organize it in your head, either. This is the situation. I mean 
like a sentence should have been finished completely with a 
full stop, but later on you just do not care about it. It has 
turned out that you are speaking English in a Taiwanese way 
(ENG01).  
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4.1.3.3 Self-disapproving thoughts 
 The engenderment of anxiety also causes the students to criticize 
themselves in terms of their learning and performance. They, more 
precisely, deprecated and questioned their own ability of and 
achievement in English. The diagram below demonstrates the 
sub-themes included in this theme.  
 
Figure 4.10 The sub-themes of µself-disapproving thoughts¶ 
 
 
Self-deprecating cognition 
 Concerning this effect, the students shared with me that they 
played themselves and their English ability or learning outcomes down. 
The first respondent claimed that she probably µstarts to be negative 
about KHUVHOI¶ and her ability when feeling anxious and doing badly on 
a current task: µFor example, if the presentation is not done well, I will 
wonder why I FRXOGQ¶W do it well and why all the others could do it, but 
not me. I will have that negative kind of thinking¶ (ENG01).  
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Self-questioning cognition 
 The students also expressed doubts or suspicions about 
themselves, i.e. were self-questioning, about various aspects of their 
English ability. The same student as above also stated that her 
WHDFKHU¶VWHDFKLQJSDFHZDVVRfast that she felt very tense in classes. 
As a result, as indicated in her response, she started to question her 
listening ability and vocabulary size in English:  
 
Like the Listening teacher, because this semester we (.) I 
mean it was the first time last semester we took her course. 
I felt very afraid at that time since her teaching pace was 
quite fast« As the teaching pace was very quick, I felt 
particularly tense in class. Moreover, I was quite concerned 
about my own listening ability. I mean I was worried about 
whether my listening ability was not good enough because 
she spoke very fast (.) I mean maybe my vocabulary was not 
large enough, either. I felt very nervous and would keep 
listening and listening as well (ENG01).  
 
Nevertheless, she later became used to the teacher¶s way of teaching, 
which was thought to be beneficial to the students themselves. It 
seems that this student subconsciously associates the arousal of 
anxiety with inadequate English ability. 
 
4.1.3.4 Being propelled to work harder 
 As the above descriptions have illustrated, learning anxiety itself 
has negative effects on the students in such dimensions as sociability, 
cognition, and the self. On the other hand, it is also the case that they 
can be propelled by emotion to put more effort into their learning, in 
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other words, by squaring up to situations and confronting their 
difficulties and negative emotions. (As this theme stands by itself, no 
diagram is shown for reference.) A female informant was aware that 
she µperhaps sometimes needs to be more attentive¶ (ENG08) as she 
was afraid of being called on by the teacher. When feeling threatened, 
she attempted to be more focused and face her difficulties full on: 
 
[I will] try to get myself into the situation instantly. Then, 
maybe [if] there are some words I want to say at the moment, 
but I do not know them, I will make myself hurry to look them 
up. Then, [I will] push myself to think about how to speak and 
the like (ENG08). 
 
She further clarified the above effect and explained that  
 
I mean [when] the teacher gives us time for preparation, I 
will make myself hurry to find out the things I do not 
understand and ask others about the things I do not know 
how to express (ENG08).  
 
Moreover, the second interviewee claimed that feelings of anxiety 
made her aware of her own disadvantages and so she attempted to 
make improvements to them. As the dialogue shows,  
 
ENG02: I mean you will feel when getting anxious, you know 
what you feel anxious about, you will feel that you 
yourself are perhaps still, in fact, incapable. Then,«, 
mean [you] may recall the previous embarrassing 
situation, and [tell yourself] that the same situation 
cannot happen again next time. What I can do is 
only try to urge myself to work harder. 
 184 
 
R:       But, it is certain that you will do something, right?  
ೇ 
ENG02: [I will] try to compensate for the things I lack. 
 
This student does not see her perceived poor performance as a dead 
end, and has faith in herself to some extent. She appears to think that 
as long as she works hard to make improvements, the problems 
causing her anxiety can be solved.  
 
4.1.4 Coping tactics for anxiety  
The coping strategy in Table 4.1 comprises (1) relaxation 
techniques, (2) gaining support from others, and (3) readiness for 
activities. Each of them also contains sub-categories, pointing out 
more specific coping tactics for anxiety. The introduction to each 
sub-category is presented below. 
 
4.1.4.1 Relaxation techniques 
The students sometimes try to relieve their emotional burdens 
through adjustments to their mental and physical states. There are 
five categories, as Figure 4.11 presents, linked to this major theme, 
each of which is introduced with a brief description and the relevant 
extracts in the category. 
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Figure 4.11 The sub-themes of µrelaxation techniques¶ 
 
 
Leisure activities 
Several students alleviated their anxiety or shifted their attention 
through some leisure activities, e.g. listening to music or watching 
films. Below are the extracts from two of the respondents. 
 
For example, if I totally have no idea about how to answer a 
question in the report, I will listen to music for a moment and 
the like, or I just cannot think of anything (ENG03). (after 
school) 
 
Like if I have a thing to do or something else to deal with the 
next day and feel anxious about it, I may, the night before the 
day, (.) think of wanting to make it good, but it is just (.) my 
behavior turns out to be watching films or the like (ENG01). 
 
Releasing psychophysical tension 
µReleasing psychophysical tension¶LVPDLQO\VWUHWFKLQJDQGWDNing 
a deep breath here, which were considered to have the function of 
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releasing both physical and psychological tension. The specific 
extracts are as follows: 
 
I will do stretching, stretch my body a bit (ENG07). 
 
I take a deep breath and stop for a minute and carry on 
(ENG07). 
 
Like in some situations you just feel very nervous here. You 
have no way to (.) Because it is impossible to make it 
GLVDSSHDU«7KHRQO\WKLQJ,FDQGRLVWRWDNHDGHHSEUHDWK
but this does not work well for me (ENG09). 
 
Refreshing physiological functions 
In terms RI µrefreshing physiological functions¶ RQH VWXGent 
mentioned that she considered µHDWLQJ¶DQGµVOHHSLQJ¶WREHWKHEHVW
ways to ameliorate her anxious feelings:  
 
If I have something, I will eat it. Eating is the best way to 
alleviate pressure for me (ENG09). 
 
Sometimes when I get home with much stress (.) When back 
in my hometown, I just want to (.) just sleep until I wake up 
naturally. I mean getting up relatively late (ENG09). 
 
Positive self-talk 
One student attempted to convince herself of a positive scenario; 
the other reminded herself of adjusting her pace of speaking. Both 
claimed that their respective method was helpful for the alleviation of 
anxiety. In their own words, 
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In order to relax myself, I will tell myself that this is nothing. 
I will convince myself that this is nothing, everybody is the 
same, and everyone forgets everything tomorrow. I just tell 
myself that everyone will forget everything tomorrow and 
who is gonna remember that I or anyone said wrong words or 
the like yesterday (ENG02). 
 
I may instantly try to think of a way to release myself a bit. I 
mean the speaking pace needs to be slowed down quite a bit, 
and then my worry can be alleviated (ENG07). (R: So you will 
remind yourself to slow down your speaking pace. ENG07: 
Yes, yes.) 
 
Positive thinking 
One student tried to look at his setback from a positive angle. He 
made use of his past experience of learning Mandarin Chinese when 
young to look on the bright side. According to him,  
 
But [we] needed to think while we were learning Mandarin, 
we did not know anything«Then, we neither spoke it very 
fluently at the beginning nor were able to all of a sudden. 
Sometimes, [we] may need to think from a different angle. 
Like what we say, maybe if [you] have a more positive way of 
thinking, the angle from which you view things may be 
different. You perhaps have different ideas towards learning, 
too (ENG04). 
 
4.1.4.2 Gaining support from others 
The students make use of the µKXPDQUHVRXUFHV¶DURXQGWKHPLQ
dealing with feelings of anxiety. Most of the students try to seek their 
classmates for help, but one of them calls her parent in order to 
release herself from a negative mood. The diagram below shows the 
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components included in this theme.  
 
Figure 4.12 The sub-themes of µgaining support from peers¶ 
 
 
Gaining positive feedback from peers 
Regarding the first sub-theme, the students attempted to confirm 
with their classmates that their worries were, in fact, not so important 
or necessary that they needed to take them seriously. The extracts 
below can help explain this in a detailed way.  
 
I will also ask others if they can understand. If they also do 
not understand, then I will feel quite okay. As I am not the 
only person who cannot understand, I feel safe (ENG03). 
As soon as I get off the stage, I ask my classmates whether 
she heard me say any wrong words. She says that she was 
not listening at all. I say that I feel so embarrassed. She says 
GRQ¶WIHHOHPEDUUDVVHG6KHVD\VVRPHSHRSOHZHUHSOD\LQJ 
with their phones, and some doing other stuff. I will just think 
that it is, in fact, nothing. So, I may just feel fine at that 
moment (ENG02). 
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support 
from others 
1. Gaining 
positive 
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Chatting with someone 
Sharing their nervous feelings with someone, e.g. parents or 
peers, was also considered to be one of the coping strategies for 
anxiety. Two students used this strategy to calm themselves down: 
 
I will make a phone call. I mean like (.) Because I am now 
living outside, i.e. not living at home, I will phone my mom 
and have a chat with her (ENG01). 
 
I tell her [my peer] WKDW,DPYHU\QHUYRXV6KHVD\VGRQ¶WEH
QHUYRXV6KHVD\VGRQ¶WEHQHUYRXV7KHQ,WDNHDWHVWDQG
say that goodness, I feel very nervous. She says she is 
nervous. Later, she tells me that she is very nervous. It is her 
WXUQWRWHOOPHWKDWVKHLVYHU\QHUYRXV,VD\WRKHUGRQ¶WEe 
nervous. This is really funny (ENG09). 
 
Seeking help from peers 
In addition, four students claimed that when faced with difficulties 
in tasks or activities, they felt much less anxious if they can instantly 
receive help from their classmates. Two examples are provided below: 
 
R:      Just like what you said, you may sometimes ask for 
help from your neighbors [while answering the 
teacher¶s question], so you will comparatively (.)  
ENG06: Yes, yes, yes. I feel comparatively relieved. 
 
I think it is more important that you and your peers can help 
each other. I mean you can let him or her know what you are 
presenting. If you really forget it, he or she just needs to 
remind you of one point. Then, you can carry on (ENG04). 
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4.1.4.3 Readiness for activities 
The diagram below reveals that this category contains two 
particular sub-themes or strategies:  
 
Figure 4.13 The sub-themes of µreadiness for activities¶ 
 
 
As indicated in the title, the students attempt to prepare themselves 
well for classroom activities so that they are more confident in dealing 
with them.  
 
Problem-preventing strategy for presentations 
 Two students below developed their own strategies to avoid any 
potential anxiety-provoking sources in their presentations:  
 
,QRZMXVWPDNHWKHSSWKDQGRXWVILUVWDQGWKHQ«,PD\ZULWH
GRZQZKDW,DPJRLQJWRWDONDERXWLQWKLVSSWLQ&KLQHVH«
When the time comes, I may extend what I want to talk about 
in English. By doing so, you do not need to compose a draft 
DQ\PRUH«RQFH \RX IRUJHW WKH FRQWHQW you will get even 
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more anxious (ENG04). 
 
I once tried to stand on stage directly without glasses and 
contact lenses. It felt very good. I could see nothing. In this 
way, I did not feel so nervous (ENG09). 
 
Preparation 
Three students believed that getting themselves ready for the 
class was the best way to prevent themselves from getting anxious in 
class. As each commented, 
 
If I am nervous, for example, I am giving a presentation on 
stage soon, I will keep staring at my script/draft, i.e. keeping 
reading, reading, and reading (ENG01). 
 
I think I have developed the habit of previewing the lesson 
before going to class. You feel more at ease and know what 
the teacher may be teaching in the next class. Moreover, the 
teacher may ask questions in class. Then, you can have 
relatively more ideas, and can respond relatively quickly as 
well (ENG02). 
 
When you are presenting, it depends on how much you know 
about the contents of the presentation. At least if you know 
them well, when you see this ppt,«\RX FDQ LPPHGLDWHO\
NQRZ ZKDW LW LV DERXW«If you know, your anxiety will be 
naturally not so high and your presentation can be relatively 
smooth (ENG04).  
  
These two sub-themes appear to suggest another way of 
mitigating anxiety. Precisely speaking, anxious learners can directly 
not only deal with anxiety itself, but also look for solutions to lessen 
the likelihood of anxiety, i.e. by preparing well in advance. 
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 Section 4.2 below presents the findings based on the data 
generated from the interviews with non-English major students. 
 
4.2 Non-English PDMRUVWXGHQWV¶()/DQ[LHW\ 
 This section will now present the findings from the non-major 
students of English. These findings differ somewhat from the data 
discussed in the precious section although there are some significant 
similarities between the English-major and non-major students. The 
order of the sub-sections below is the same as that of the above.  
 
4.2.1 The situations where anxiety happens 
 The situations listed in Table 4.2 are (1) learning English in a 
formal classroom, (2) exposure in class, and (3) learning in class: 
unpredictability. Each also includes several minor categories, 
highlighting more specific situations when anxiety is caused. The 
sub-categories are presented below. 
 
4.2.1.1 Learning English in a formal classroom 
This theme, as Figure 4.14 shows, is composed of four 
sub-themes: µ(QJOLVK classes in general¶µEnglish tests¶µworking as a 
group¶, and µproblems absorbing certain knowledge¶. These four 
categories depict a relatively general picture of the language 
classroom. That is, the dimensions of classroom situations identified 
are not as specific as the other sub-themes, such as µVSHDNLQJRQ
VWDJH¶7KHUHIRUHWKH\ZHUHJURXSHGWRJHWKHUWRIRUPDPDMRUWKHPH
under the heading above. 
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Figure 4.14 The sub-themes of µLearning English in a formal 
classroom¶ 
 
 
English classes in general 
As indicated in the first component, some university students are 
likely to have negative feelings towards their English classes as a 
whole. One student clearly expressed her tension and nervousness 
about the class. This student claimed that she was so incapable of 
learning English that she felt relatively nervous in class,  
 
And this one as well²I feel more tense and nervous in my 
English class than in my other classes²becaXVH«, PHDQ
perhaps I have been at WKHVWDJHRIEHLQJLQFDSDEOH«I am 
anxious when I go to English classes (NE01).  
 
6KH H[SODLQHG WKDW µ, GR QRW NQRZ ZKHQ the teacher will call on 
me«DQGDPDIUDLGRIIDLOLQJWKHFRXUVH¶1(+RZHYHUVKHwas not 
concerned about these issues at all in the other courses and so 
comparatively relaxed there, for example, in her major subject classes 
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and the Chinese-medium ones. I assume that this student must have 
experienced more difficulties in learning English than other subjects. 
Thus, from her descriptions, it can be seen that she has exceedingly 
low self-confidence and self-efficacy, which may cause her anxiety in 
English classes.  
 
English tests 
Tests are an inevitable part of the curriculum in most courses, 
including English. It seems probable that students would have a more 
negative reaction to tests or examinations since these may impact on 
their academic performance for the course. The seventh interviewee 
expressed her anxiety when taking an oral test through role play. She 
described the whole process of the test from the stage of preparation 
to that of presentation. Indeed, based on her extract, she felt nervous 
throughout the whole process: 
 
You draw the topics, and then you go out and think for ten 
minutes. Then, if you cannot understand the question, you 
will feel nervous due to only ten minutes [for preparation]. 
Then, you need to hurry yourself up in thinking. Then, you 
and your partner will feel nervous about what you are going 
to talk about later. Then, when going into the classroom and 
starting to speak, you also feel nervous. You also feel very 
nervous in the two minutes when you are speaking (NE07). 
 
The schedule, as can be seen, seems quite tight. Apparently, time 
pressure, stage fright/shyness, and impact on score are all potential 
sources of her anxiety here. The above student also mentioned 
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experiencing anxiety when taking a listening test with various accents, 
µ«DQG VRPHWLPHV WKH H[WUDFXUULFXODU OLVWHQLQJ LQ WKHPLG DQG ILQDO
exams. I mean like sometimes you cannot understand some of the 
accents, so you can only choose or tick the answers randomly¶1(
She had described the same issue, but in the context of classroom 
activities similar to tests: 
 
Sometimes the accent of the speaker is just so strange. I 
mean some are relatively more confusing. I do not know why. 
While you are listening, you feel sunk and do not understand 
it...Maybe you need to listen to it three or four more times so 
WKDW \RX FDQ UHDOO\ XQGHUVWDQG ZKDW LW VD\V«EHFDXVH
sometimes you only listen once and the teacher asks you to 
write down the points and calls on someone to answer. But, 
the accent is just so strange (NE07). 
 
In addition, the first interviewee stated that, µWhile doing reviews 
before an English test, I feel very confused¶ (NE01). She claimed that 
the questions in the test paper had become more complicated than 
before:  
 
It is because [the questions] are not those typical kinds«,
assumed that [the questions] designed were still relatively 
easy. I mean the questions felt fine. However, they have 
become more varied (NE01).  
 
She also noted that the same object was explained differently in the 
textbook from the handouts, which confused her when she studied for 
KHUWHVWµWhile you are reading this stuff [the handouts given by the  
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teacher], you just feel, ³Why they are explained a bit differently in the 
textbook?´¶ (NE01). 
 
Working as a group 
Students are usually divided into several groups and then discuss 
a topic or carry out a task together as a group. During this process, the 
interaction between group members can be the context where the 
arousal of anxiety occurs. One of the respondents described her 
experiences of working with someone to carry out D WDVN µWe are 
asked to write in pairs (.) Take writing an essay for example, I mean 
the type that two people work on together as a group¶1(6KH
stated that she was concerned about making irrelevant suggestions 
DQGKHUSDUWQHU¶VUHDFWLRQVWRWKHP6SHFLILFDOO\µ,DPDIUDLGWKDWZKDW
I have said is not right, i.e. it is topic-irrelevant stuff. Then, it is heard 
by the other person or whatever. I mean maybe he/she neither 
directly tells me that my answer is wrong nor uses that sentence I 
have just suggested¶ 1( It seems that µcollaborative learning¶ 
fails to be implemented effectively here. Although this student offers 
some ideas, her partner does not give any feedback on them. This 
one-way interaction probably makes her feel ignored and lost. 
Furthermore, her partner¶s later behavior could destroy her 
confidence in and expectations for her own ideas.  
 
Problems absorbing certain knowledge 
Some students revealed their anxiety about learning certain 
elements of English, such as vocabulary and grammar. The following 
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illustrates the case of memorizing English vocabulary. One student 
thought that it was quite easy for her to forget the vocabulary which 
she had memorized because English was not the main language used 
around her. In her own words,  
 
You just forget it right after you memorize it. [The 
memorization] is just used to deal with tests, i.e. [you] 
cannot remember it forever. It is because even if you 
memorize it, you do not really [have the chance to] use it in 
daily life. I mean you still use Mandarin to communicate every 
day«as this is a Mandarin-speaking environment«, so [you] 
you forget what you have memorized (NE01).  
 
She claimed that, µYou may recognize it on seeing it. However, it is 
difficult if you yourself need to spell it out or instantly FDOOLWWRPLQG¶
(NE01). She said, in short, that she felt anxious when it came to 
memorizing vocabulary.  
 
4.2.1.2 Exposure in class 
Students are encouraged to speak English in the classroom for the 
sake of practicing using the language. Figure 4.15 reveals the relevant 
activities mentioned by the non-major English students that cause 
anxiety.  
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Figure 4.15 The sub-themes of µexposure in class¶ 
 
 
When attempting or required to respond, speak, or present in English 
in class, they are, of course, placed in the position of exposing various 
aspects of themselves to the whole class. 
  
Spontaneous speaking in class 
Spontaneous speaking in class was considered to be threatening 
by some students. Specifically, they were concerned mainly about 
speaking voluntarily and being called on to speak. One of the female 
students compared her behavior in the English class with that in other 
classes. She claimed that she was more willing to speak voluntarily in 
the latter than in the former. According to her, because some 
classmates around her are excellent in English, she was afraid of 
showing any initiative in class. In her own words, 
 
Because some of your FODVVPDWHV¶OHYHOVRI(QJOLVKDUHYHU\
high, you become relatively afraid of raising your hand and 
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volunteering WR VSHDN«<RX MXVW KDYH WKH IHHOLQJ WKDW WKH
more you speak, the more mistakes you make, so you dare 
not to raise your hand. YeWLWLVILQHLQRWKHUFODVVHV«In other 
classes, whether I speak depends on whether I want to do so. 
However, in the English class, although you sometimes have 
many ideas, you dare not raise your hand (NE11).   
 
7KDWLVWRVD\µIf the [English] teacher asks me to speak, I will speak. 
Yet, if she does not call on me,GRQRWVSHDNYROXQWDULO\¶1( This 
student is from an advanced class although she resists this 
classification. After comparing herself with her classmates in ability, 
she probably feels peer pressure from those who are even more 
advanced. It is likely that she instantly loses her self-confidence or 
self-efficacy and care about others¶ reactions to her performance 
when in the English class. All this seems to prevent her from speaking 
actively in class.  
Another female student claimed that her English teacher at 
university must call on students to speak or answer questions, in 
contrast to the one in senior high school. It was especially stressful to 
answer the question when she had difficulty expressing her ideas. The 
extract from her is as follows: 
 
English class at university is relatively stressful. The teacher 
must keep calling on us (.) We ourselves should also offer to 
speak on our own initiative. Nevertheless, because the class 
is delivered in English, you need to answer in English when 
the teacher calls you. It is very stressful when you cannot say 
DZRUG«7KHUHLVQRVXFKWKLQJ [calling people to speak] in 
senior high school (NE07). 
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6KHKRZHYHUVWDWHGWKDWµZKHQWHDFKHUFDOOVRQ\RXWRDQVZHULI\RX
FDQDQVZHU\RXZLOOMXVWDQVZHURIFRXUVH¶1(  
 
Speaking on stage 
 Speaking on stage is also anxiety-provoking for the students. No 
matter what speaking tasks they do, they seem to be anxious about 
facing all of their classmates and attempting to finish their oral tasks 
at the front. A female student mentioned having emotional difficulties 
speaking English on stage, especially with the appearance of 
unfamiliar others in the classroom. $V VKH VDLG µMaybe as far as 
speaking English on stage is concerned, I do feel quite nervous when 
I speak at the front. I mean, ,GDUHQRWVSHDNXSLQ(QJOLVK¶1(
She affirmed that, µIt is still very difficult for me to overcome this 
[anxiety over speaking English on stage] VRIDU¶1(6). Apparently, 
this student has experienced stage fright and is shy (about public 
speaking). She also appears to feel insecure with unfamiliar 
classmates. With regard to English, she said that her poor 
pronunciation may stop her being understood, which illustrates her 
belief that correct pronunciation plays a vital role in communication. 
These are all likely to make her anxious in the situation above. 
Another student described her experience of feeling anxious in 
performing a play with her classmates on stage as speaking practice in 
the class.  
 
For example, if the whole group needs to perform on stage, 
then I hope that the parts assigned to me will be few, because, 
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I mean, if you are involved in many parts, this means that 
you need to say many sentences and memorize many things. 
Also, it is usual to feel anxious when you go on stage. Then, 
you are afraid you will forget those sentences memorized or 
something and what you need to do next, and that the 
sentences spoken are not pronounced well (NE09). 
 
Conversation-based speaking practice seems to be quite common in 
English classes although doing a play, rather than one-to-one role play, 
involves more people. Nevertheless, this student is seemingly unsure 
of herself in the practice and frightened on stage. It may be interesting 
to know why she still feels anxious even though she does not perform 
the task alone.  
 
Awareness of performance problems 
 Two students claimed to have negative emotional responses to 
the perceived flaws of their performance in class, such as faltering 
speech. They expressed their anxiety when fluent speech was not 
achieved. One claimed that previous bad experiences could influence 
KHUZLOOLQJQHVV WR VSHDNQH[W WLPH$V VKH VDLG µMaybe because I 
myself do not speak very fluently, I become so unsure of myself that I 
GDUHQRWVSHDNQH[WWLPH¶1( These students possibly have the 
belief that fluency is an essential requirement for being an effective 
communicator. They also probably demand themselves to speak 
English as fluently as possible. However, they are both 
elementary-level students of English. Their belief and expectations, 
therefore, appears rather unrealistic, so they can become anxious 
when they are not fulfilled.  
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4.2.1.3 Learning in class: unpredictability 
Unpredictability here indicates the situations and the 
consequences that the students did not expect to happen or when 
they did not have any way to predict what would happen while 
undertaking learning tasks in the classroom. Specifically, Figure 4.16 
illustrates the two sub-themes connected to the major theme above. 
 
Figure 4.16 The sub-themes of µlearning in class: unpredictability¶ 
 
 
7KH SDUWLFLSDQWV¶ experiences, as described below, exemplify the 
difference between these two. 
 
Unexpected incidents 
Unexpected incidents are mainly indicative of learning related 
FKDQJHVRURFFXUUHQFHVEH\RQGVWXGHQWV¶FRQWURORUanticipation in the 
classroom. When faced with unexpected situations, the participants 
reported their tendency to lose control over their emotions. One 
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student expressed her anxiety when suddenly not understanding what 
the teacher said LQFODVVµOur teacher lectures in English. Although 
she usually speaks easier sentences or words, sometimes when she 
suddenly says a word I do not understand, I will keep thinking about 
what on earth the woUG PHDQV¶ 1( 6KH claimed that this 
negatively impacted on her learning later in class. She added that if 
her teacher explained the word also in English, she would become 
HYHQ PRUH FRQIXVHG )XUWKHUPRUH VKH µcould start to feel a bit 
IUXVWUDWHG¶1(, as well, when this occurred. It was because she felt 
that all the others could understand the teacher or if asked about the 
knowledge delivered, she could not answer. Another student indicated 
her nervousness when called on to answer a question for which she 
had not prepared in advance. She described her feelings at that 
moment:  
 
I cannot think of how I should answer the question only until 
I stand up. It is because when teacher calls on you, it is 
impossible for you to stand up and think over the question 
thoroughly, then start to speak. Therefore, you just directly 
say whatever comes to mind there and then, but what you 
said could be ungrammatical sentences or something (NE09). 
 
Unknown consequences/results 
Performing poorly in class seemed to be a major issue for the 
students. (Few people felt concerned about the possibility of their 
failing class or making no progress on test results.) They had anxiety 
related reactions to the situations outlined above since they were 
unable to foresee what would happen afterwards. An advanced-level 
 204 
 
student mentioned that she felt annoyed when she could not handle 
the course properly. I then asked her whether she meant the materials 
provided in her course were difficult. She then provided me with a 
number of reasons for her annoyance, such as a relatively small class 
DQGµMRUHZRUGVOLPLWHGWLPH¶ in writing tests. She finally claimed that 
her current class brought her under comparatively high pressure, and 
she worried about the issue oIµSDVVDQGIDLO¶FRQVWDQWO\,QKHURZQ
ZRUGV µ, MXVW IHHOPRUH VWUHVVHG , DPZRUULHG DERXW IDLOLQJ WHVWV
every time and the like, whether I am being alerted to low scores, or 
whether I am failing WKHFRXUVH¶1($QHOHPHQWDU\-level student 
pointed out Item 37 (µwhen I do not understand my teacher¶s question 
and so give a wrong answer¶), as illustrated below, in the 
questionnaire as one of her anxious situations. She then further 
described the whole scene of the class vividly at the moment when the 
event happened: 
 
Then (.) I worry about how my teacher will treat me when I 
GRQRWXQGHUVWDQGP\WHDFKHU¶VTXHVWLRQDQGVRJLYHDZURQJ
answer. Yes, this one. This one is just very embarrassing 
indeed. She may ask you A, but you answer C. They are 
totally different. Then, maybe (.) I mean when all the people 
just eh? and look at you with a weird look on their faces, you 
just think is this not the answer? Then, you just instantly ask 
your neighbors what on earth she was talking about. You ask 
your neighbors is what I answered not right and that sort of 
thing (NE01). 
 
She finally confirmed that she, in fact, cared about her classmates¶ 
and teacher¶s reactions to her responses.  
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4.2.2 The sources of anxiety  
The sources listed in Table 4.2 are (1) negative self-perception of 
L2 learning, (2) inadequate English ability, and (3) academic 
expectations of themselves. Each also includes several minor 
categories, emphasizing more specific sources of anxiety. The 
introductions to the sub-categories are presented below.  
 
4.2.2.1 Negative self-perception of L2 learning 
How students perceive themselves in different aspects of learning 
can have a great impact on their emotions during participation in 
classroom activities. As Figure 4.17 demonstrates, the students were 
found to have three negative self-perceptions: 
 
Figure 4.17 The subthemes of µnegative self-perception of L2 learning¶  
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Low self-confidence 
The students with low self-confidence unveiled the worries about 
their disadvantageous English ability or skills, i.e. no µlack of anxiety¶ 
in using the L2 and negative µself-ratings of L2 proficiency¶ 
(Sampasivam and Clément 2014: 25). An advanced student, 
mentioned in Section: µunknown FRQVHTXHQFHV¶, considered that she 
should not have been assigned to the highest level of class, and 
questioned the classification mechanism: 
 
I feel that level-classifying system of the university is a bit 
strange. I mean I do not feel that I myself have achieved that 
high level, but the result is that I suddenly jump that high. In 
fact, I think that the university classifies students via the 
&6(37,WKLQNWKDWLWLVDELWLQDFFXUDWH,«VXGGHQOy got a 
very high score last time, i.e. the highest level (NE11).  
 
,WVHHPHGWKDWVKHµLVQRWTXLWHDFFXVWRPHGWR¶DQGµIHHOVUHODWLYHO\
PRUHSUHVVXUH¶ 1( LQ WKHDGYDQFHG FODVV, with the differences 
between her previous class and current one in relation to such aspects 
as test design and class size. Another student had emotional difficulty 
speaking on stage (and talking with unfamiliar classmates) in English. 
She attributed her anxiety in these situations mainly to her personality 
and the problem of her pronunciation: µ,WKLQNWKDWLWLVUHODWHGWRP\
own personality, i.e. I am quite shy actually. Furthermore, I think that 
my English pronunciation is not very good, so I more or less dare not 
VSHDN¶1(She thought that pronunciation was so important as it 
determined whether others could understand what she said. It is 
apparent that this student also has a similar belief about pronunciation 
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to the English major students above.  
 
Low self-efficacy 
Low self-efficacy is different from µlow self-confidence¶ in that I 
relate it to when VWXGHQWVGRQRWKDYHWKHµEHOLHIVLQKLVKHUDELOLW\WR
perform a designated task or complete aQDFWLYLW\¶0LOOVLQ 
class. The male student felt no excitement about taking an oral test 
through role play. He claimed that, µThose excited when role play takes 
place are all normally extremely self-confident and not afraid of 
PDNLQJPLVWDNHV,DPLPSUHVVHGZLWKWKHLUPDUFKLQJIRUZDUGEUDYHO\¶
(NE08). However, he said that, µ,KDYHDFRPSOHWHO\RSSRVLWHUHDFtion 
WRLW¶1(. It was because he waVFRQVWDQWO\µDIUDLGRIHQGLQJWKH
conversation and so making it difficult for KLV SDUWQHU WR FDUU\RQ¶
(NE08):  
 
µ%HFDXVHPD\EHZKDW,VD\DUHDOPRVWWKHW\SHVRIZRUGV
used to make an ending, he or she will wonder how to carry 
on and be stuck there. It is actually my fault. I mean if I want 
to allow him or her to continue, I have to perhaps give him or 
her a sentence which he or she can expand [the dialogue]. 
+RZHYHU,XVXDOO\GRQRWVD\LW¶1(  
 
He further emphasized, µ,GRQRWGRLWXQOHVVLWLVQHFHVVDU\,GRQRW
ZDQWWRHQFRXQWHULW¶1(  
One female student was probed for the possible reason why she 
felt nervous when called on to speak. She explained that 
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I am afraid that the teacher or classmates do not know what 
I am saying. Then, I will keep telling myself to use relatively 
secure words. That is, while I am speaking, I will say (.) I 
mean use some phrases or sentences that everyone can 
understand. Then, I cannot really speak very freely or with 
ease. I am still afraid that the teacher and classmates do not 
know what I am saying (NE06). 
 
She claimed that her lack of efficacy could be traced back to the 
experience that her friends could not understand her well when they 
talked to one another in English in private. She finally said, µwhen 
having no idea KRZWRH[SODLQ«I really want to explain the meaning of 
ZKDW , MXVW VDLG LQ&KLQHVH¶ 1(. Both students apparently had 
gone through unsuccessful learning experiences, and their extracts 
seem to also indicate their lack of ability to address their problems. 
This might be the foundations of their low self-efficacy.  
Another student was asked the reasons for some of her anxious 
situations. She claimed that, µM\UHVSRQVHPXVWEHZURQJDQ\ZD\V¶
(NE01). This belief in her own incapability of the self had always been 
a major problem and had negatively impacted on her emotions and 
participation in activities. In her own words, 
 
It should be a lack of confidence which has accumulated for 
years because the level of lacking confidence is getting higher. 
I just feel that I dare not to speak. I myself think that what I 
say must be wrong anyway«7KHQI just feel so anxious. Then, 
at the moment when maybe the teacher has asked me a 
question and then I need to respond in English, I just stand 
there and do not know what to do. I just become very anxious 
(NE01). 
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Although she attributed her problem to low self-confidence, her lack of 
belief in her ability to complete the activity, according to the above 
definition, demonstrates a lack of her own self-efficacy.  
 
Comparison with classmates 
Comparison between classmates seems to be inevitable in the 
learning environment. The students discovered the difference in 
English ability between them and their peers within the process of 
learning, and further perceived themselves as capable or incapable in 
the class environment. A female student was concerned that others 
could not understand what she said and therefore felt nervous when 
speaking on stage or in class. She thought that, µTheir [others¶] 
English ability is quite good, but mine is not. Therefore, I feel that they 
may not be able to understand me¶1(6KHDGPLWWed that she not 
only imagined RWKHUV¶UHDFWLRQVWo her speaking, but also made the 
comparison spontaneously. In addition, she mentioned that she felt 
anxious when not VSHDNLQJ IOXHQWO\ 6KH VDLG µ, P\VHOI DP OHVV
FRQILGHQW DQG FRQVLGHU P\VHOI WR EH LQIHULRU LQ (QJOLVK DELOLW\¶
Although she required herself to speak fluently, she did not seem to 
have achieved this. This made her even more anxious. The reason for 
this, according to her, was that µMaybe in comparison to the more 
advanced peers, I just feel that other classmates all speak very 
fluently and I myself should also do the same as well¶1( This 
student seems to crave being part of the compared group. 
Nevertheless, whom she compared herself with could make a huge 
difference to the degrees of her anxiety. It is also apparent that she 
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has low self-confidence in the learning context.   
 
4.2.2.2 Inadequate English ability 
The non-major English students were conscious that their lack of 
English skills could prevent them from successfully achieving 
classroom tasks. Therefore, they seemed to hold themselves back 
from participating in activities considered threatening. The diagram 
below specifically shows the components of the theme above.  
 
Figure 4.18 The sub-themes of µinadequate English ability¶ 
 
 
Inadequate speaking ability 
µ,QDGHTXDWH speaking DELOLW\¶ PDLQO\ GHVFULEHV WKH VWXGHQWV¶
difficulty in expressing their ideas or opinions in English. The male 
student expressed his anxiety when students were required to speak 
English in group discussions. He claimed that, 
 
Inadequate 
English 
ability 
1. Inadequate 
speaking ability 
2. Inadequate 
listening ability 
3. Unfamiliarity 
with English 
language  
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I have many ideas, but I do not know how to express them [in 
(QJOLVK@¶1(+HIXUWKHUH[SODLQHGWKDWµ,ZDQWWROHWWKHP 
[group members] know my ideas, but I truly do not have that 
much vocabulary and I do not know how to express them 
either. Hence, I will gradually start to feel anxious (NE08).  
 
He said that he wanted to speak, but he seemed stuck. Nevertheless, 
his fellow group members might still keep pushing him to 
communicate by saying, µEh? Eh? Eh? Again! Again! Eh? We cannot 
KHDU\RX¶1(  
Apart from this case, a female student stated that she µspeaks in 
English, but thinks in Chinese¶. However, this turned out to be very 
problematic indeed: 
 
You actually have many ideas in your mind. I mean while 
others are speaking, you do want to respond. Although you 
have already drafted your ideas in Chinese in your mind, 
when you have to speak in English, it becomes (.) I mean if 
you are unable to express them clearly, you just feel very 
nervous indeed (NE06).  
 
It was also challenging for her to describe her ideas in an alternative 
way after the first attempt failed: 
 
I, in fact, want to say this. Yet, if I am stuck in the situation 
that I cannot say or understand certain vocabulary or I 
cannot speak a certain phrase or sentence, then, of course, 
the teacher will still say µCan you think of it in a different way?¶ 
However, the problem is that you just do not know how to say 
it in other ways. Then, you can become very nervous (NE06).  
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It appears to me that both students are willing and attempt to 
speak as best they can, even though they have difficulty addressing 
the tasks. Nonetheless, their degree of anxiety accumulates due to 
their limited speaking ability and/or others¶ behaviors.  
 
Inadequate listening ability 
Regarding the aspect of listening, nearly half of the students have 
difficulty fully understanding people speaking in English, especially 
with various accents. The first respondent discussed the primary 
reasons for her anxiety while taking English listening tests where 
speakers had various accents. She explained that the differences 
between American and British Englishes, such as accents, meanings, 
and grammar usages, made her quite confused. Furthermore, in 
relation to accent, she said that she even had difficulty understanding 
the accents of non-English speakers: µTake the test this time for 
example, there was a Norwegian in it [the recording]. Then, [when he] 
spoke in English, [I] could not understand what [he] was saying. 
Because he had that accent, [I] just could not [understand it]¶ (NE01). 
She further described the consequence of this: µMoreover, our test was 
played once only, you needed to guess the answers desperately. Yeah. 
[You] just kept thinking over again. I mean [you] would spend more 
time on it. Then, you might not be able to finish other parts¶ (NE01). 
There is little doubt that her incapability also partly comprises her 
unfamiliarity with accents of Englishes.  
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Unfamiliarity with English language 
Considering the last sub-theme, over half of the students also 
attributed their anxieties to the problem of being unfamiliar with 
English itself or components, such as vocabulary and accents. One 
student experienced anxiety while speaking on stage, but she felt far 
less anxious after becoming used to it. She thought that the language 
employed to present was one of the reasons for her anxiety:  
 
I feel that using any language that is not your mother tongue 
to speak and unfamiliar things (.) I mean when [you] cannot 
completely use your most familiar thing [language] to speak, 
[you] must feel anxiety to a certain extent (NE11).  
 
Moreover, another student claimed that small vocabulary size was one 
cause of her anxiety when talking with her teacher in English:  
 
Inadequate vocabulary is also one of the reasons because, in 
Chinese, what you may want to say is this, but you cannot 
think of any [proper English] vocabulary. However hard you 
try to think of it, you just cannot recall it (NE01).  
 
The source of another anxiety of her own may be regarded as the 
context of the above. Precisely, there is no authentic environment 
provided for her to review memorized vocabulary.  
 
4.2.2.3 Academic expectations of themselves 
 Although the students are not majoring in English, they still 
expect themselves to maintain or reach appropriate standards of 
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performance in the process or the tests. This seems to indicate that 
they still take their learning and the subject seriously. As Figure 4.19 
shows, there were two components associated with this theme.   
 
Figure 4.19 The sub-themes of µacademic expectation of themselves¶ 
 
 
Desire for success 
 With respect to µdesire for success¶, three female interviewees 
indicated caring about how well they had done or could do. One 
student was afraid that her English ability had not improved. She 
explained that it was µbecause [you] have spent so much time on 
English, but [you] still do not make any progress. [You] will feel that 
you have been wasting your time since you remember nothing even 
though you have studied it¶ (NE09). I asked her whether there was any 
other cause of this anxiety. She answered, µThere is no one putting 
pressure on me. [If] it is I myself who really want to learn this thing, 
then I will want to do it very well as [I] have spent time on it already¶ 
Academic 
expectations 
of themselves 
1. Desire for 
success 
2. Getting low 
academic scores 
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(NE09). This student certainly had a strong interest in learning English 
and desired to see a successful outcome.  
Another student discussed the cause of her anxiety in the 
situation when she had no idea what her teacher said in class. 
Nevertheless, she claimed that this situation happened only a few 
times. One major reason for her anxiety in the context, according to 
her, was that, µYou have reached a level, but by chance, you still totally 
have no idea. You must feel very anxious. You just feel that you 
[should] probably still«be able to understand¶ (NE11). That is, she 
found it shocking when she could not understand something at all as 
this should not have occurred. As an advanced student of English, it 
seems not surprising that she was confident in understanding her 
teacher¶s lectures in English. I also believe that she had a high degree 
of self-confidence, at least in her listening ability. However, I wonder 
whether high self-confidence can contribute to anxiety when the 
situation met is outside a person¶s anticipation, as in the example 
noted above.  
 
Getting low academic scores 
Regarding the second sub-theme, nearly half the students 
expressed their fear of getting low scores for English tasks or tests. An 
interviewee revealed her fear of being unable to finish her English test 
in time, especially when, µOnly ten minutes left¶ was announced. She 
claimed that this happened more often when she took examinations 
held by other organizations. Her explanation for this anxiety was as 
follows: µ[It is] because there may be questions in the latter part that 
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I can [do], but I get no chance to answer them. That is, I am supposed 
to be able to get those points, but I do not in fact¶ (NE09). Moreover, 
she did not like the experience of performing a play on stage for 
speaking practice. One of her concerns, as she said, was that, µIt [the 
performance] is perhaps going to be marked or something. I am afraid 
of not performing well and so the whole group gets a low score¶ (NE09). 
She, furthermore, stated that her presumption of a poor performance 
happened only when she needed to use English to speak (especially in 
front of the others).  
 
4.2.3 The effects of anxiety 
The list of effects of anxiety in Table 4.2 comprises (1) classroom 
dynamics: avoidance, (2) poor speaking performance, (3) 
self-deprecating thoughts, and (4) being propelled to work harder. 
Each has also included several minor categories, pointing out more 
specific effects of anxiety. The introduction to each sub-category is 
presented below.  
 
4.2.3.1 Classroom dynamics: avoidance 
µAYRLGDQFH¶ KHUH LQGLFDWHV WKDW WKH VWXGHQWV UHIXVHG WR KDYH
(social) interactions with people in the learning context. There were 
even people preventing themselves from participating in classroom 
activities. The diagram below demonstrates the four areas associated 
with µavoidance¶.  
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Figure 4.20 The sub-themes of µavoidance¶ 
 
  
Avoidance of classroom activities 
Most of the students were aware of their own avoidance behaviors 
while confronting classroom situations from which their anxiety 
emerged. An advanced-level student, NE11, discussed her anxiety 
over speaking voluntarily and her resistance to it in the section of 
µspontaneous speaking in class¶ above. Two elementary-level students 
spoke of the effect which anxiety had on them in terms of listening. 
One took the class as a whole and said that anxiety made her µunable 
to understand and uninterested in what the teacher said¶ (NE04). The 
other explained her anxiety over extracurricular listening practice and 
stated the reactions that she had afterwards:  
 
Take listening to an extracurricular recording for example, [if] 
I truly cannot understand it, then«I will just give up at that 
moment, i.e. I just do not listen to it. I will study it alone and 
take some time to understand it and go home to look it up. I 
just really do not want to listen to it at that moment (NE07). 
Classroom 
dynamics: 
avoidance 
1. Avoidance of 
classroom 
activity 
2. Classmate 
avoidance 
3. Avoidance of 
advanced peers 
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avoidance 
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She claimed that the same reaction occurred even to the teacher¶s 
lecture. However, if the lectures or recordings could still be understood 
in part, she would try her best to listen (albeit with anxiety).  
Student NE07, moreover, had the thought that she still needed to 
put more effort into English when feeling anxiety in the learning 
process. Nevertheless, she did not know how to start off due to the 
breadth of English knowledge, and yet refusing it was not allowed, 
which made her even more stressed. As a result, µHalf [of me] wants 
to study, but the other half wants to give up, i.e. be lazy. But, I really 
hope that the lazy half can be balanced out by the other half. However, 
it just does not work sometimes¶ (NE07). She also considered stopping 
studying English. Although English is a compulsory subject, her major 
has nothing to do with English studies at all. Thus, it may be 
unsurprising that she had the above confusion in herself. Moreover, 
her failing to deal with her problems in learning probably turns out to 
be a convincing excuse for leaving it aside. 
 
Classmate avoidance 
 Considering µclassmate avoidance¶, a female student expressed 
her anxiety when speaking to her classmates (and teacher) in English. 
She explained that she had little confidence in herself and her 
classmates normally spoke English rather fast. She indicated that she, 
therefore, attempted to prevent herself from having the opportunity 
to converse with them in English. The extract of dialogue is as follows: 
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R:    So, does it affect your interaction with your classmates 
and teacher when you are anxious? 
NE04: [I] dare not interact. I mean comparatively dare not to 
speak to them. 
R:     Comparatively dare not to speak to them? 
NE04: Use English. Use English to talk to them. It [the 
conversation] may get shorter and shorter. 
R:     You mean (.) 
NE04: That is, the conversation is relatively short and simple. 
 
Avoidance of advanced peers 
 Regarding the third component, the sixth respondent described 
how anxiety changed her behavior while interacting with another 
classmate in class. More precisely, she claimed that she almost 
became a passive interlocutor in conversation with him or her, 
especially with those who were advanced in English. In her own words, 
 
[The interaction] can become relatively embarrassing. Take 
classmates for example, if you feel very anxious or nervous (.) 
I mean interacting with classmates. If your classmates (.) the 
one you are talking to is excellent at English and speaking, 
then the situation becomes that you just listen to him or her. 
Then, you will (.) It turns out that you can only respond to a 
certain point or part of the conversation. Then, it turns out 
that (.) I mean he is active, [but] you are passive (NE06). 
 
Teacher avoidance 
 Lastly, the first interviewee revealed that her current teacher 
decided the seating arrangement for students and made sure every 
student had an equal chance of being called on to speak. µIt [therefore] 
makes no difference where [you] sit in the classroom¶ (NE01). 
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However, she said that, µIf [the teacher] does not make any 
arrangement, [I] will just sit in the middle [rows], middle but not the 
very front¶ (NE01). This was because, µI feel that the teacher will keep 
focus [-ing] on me. I just feel very afraid as [I] wonder whether [the 
teacher] will call on me to answer every question¶ (NE01).  
 The above cases of avoidance behaviors, unlike those of the 
English majors, seemingly only happened during the students¶ 
participation in classroom activities as they only came together for this 
one course. Moreover, due to their majors, the non-English major 
students have little chance to make contact with native speakers of 
English and, therefore, it is reasonable that they mention nothing 
related to them.  
 
4.2.3.2 Poor speaking performance 
According to the affiliated codes, anxious feelings had 
fundamentally negative impacts RQWKHVWXGHQWV¶VSoken production. 
µ:KDW¶DQGµKRZ¶WKH\SUHVHQW, as Figure 4.21 demonstrates, are the 
two aspects considered in the following sections. 
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Figure 4.21 The sub-themes of µpoor speaking performance¶ 
 
 
Poorly-displayed speech contents 
 The first component above indicates that the students were 
unable to deliver well-organized contents while speaking or giving a 
presentation when anxious. A female respondent said that she jumped 
from one topic/section to another randomly when anxious:  
 
When feeling anxious, [you] will perform relatively badly in 
terms of organization. I mean partly say [something] here, 
then partly jump to [something] there. Or, [you] have not 
finished one part. However, as you feel very anxious and 
nervous, [you] again instantly jump to another part, but [you] 
apparently have not finished speaking about the earlier part 
(NE06).  
 
She was then asked to provide me with an example in order to clarify 
the whole scenario:  
 
 
Poor  
speaking 
performance 
1. Poorly-displayed 
speech contents 
2. Poor 
performance in 
speaking skills 
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Take my midterm oral exam for example, I needed to speak 
English at the front in the midterm oral exam. I just felt very 
anxious and nervous«For example (.) I mean the topic for the 
oral I picked out at that time was ³which city in Taiwan is the 
best to live in? Why? .´ Then, I said Tainan, and then I gave 
three advantages. However, perhaps I had not finished 
introducing the first one at all (.) I mean I had thought [of 
what I wanted to say] already during the SUHSDUDWLRQ«Then, 
[I] just directly jumped into the second advantage (NE06). 
 
Another female student mentioned that she was normally able to 
present most of the content prepared at home. Nevertheless, she 
claimed that anxiety could lead her to speak of something different 
from what she had rehearsed during the presentation:  
 
Due to nervousness, sometimes I just say whatever I see (.) 
I mean, want to say whatever comes to mind. Then, the 
things presented are totally different from those rehearsed at 
home. Then, I may speak without concern. I mean it is 
because the things instantly coming to your mind may not be 
correct, but you still say them. In fact, at that moment, you 
do not know if the things are correct or not«I am just afraid 
that the information provided is incorrect (NE09). 
 
Poor performance in speaking skills 
 The second category illustrates that negative emotions also bring 
about undesirable presentation/speaking skills, such as incorrect 
pronunciation and grammar, a quivering voice and stammer, and the 
use of only simple words and sentences. The male student described 
how anxiety negatively influenced the outcome of his speaking 
practice via role play in class. Specifically, grammatical and 
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pronunciation mistakes were both made and noticed:  
 
Maybe the teacher requires students to use the past tense. 
Perhaps because you are too nervous, [the tense used] 
becomes the future or present, or the like. Moreover, maybe 
while you pronounce [a word], [you] stress the syllables 
wrongly so that [the word] becomes a different word (NE08).  
 
Interestingly, he claimed that he was always unaware of mistakes until 
his teacher commented on his performance. Additionally, five students 
stated that they were faced with the problems of either having a 
quivering voice or stammer or both when anxious during their 
speaking in class. One student mentioned both, based on her 
experiences in midterm oral examinations: µWe all need to stand at the 
front speaking when taking oral exams. I can feel my voice quivering. 
Then, my English pronunciation, also due to (.) As my voice is 
quivering, [I] do not pronounce very well either¶ (NE06). She further 
specified that, µI mean a word suddenly«quivers a bit, and [I] stammer. 
[I] stammer in front of the whole class. Thus, [the presentation] is 
totally not ok¶ (NE06). The same student also revealed her anxiety 
over being called on to speak due to fear that peers and the teacher 
could not understand what she said. In relation to this concern, she 
said that she felt restrained from manipulating sentences and words 
freely:  
 
[I] will want to keep telling myself to use relatively secure 
words. [I] mean while speaking, I will say (.) use some words 
or sentences that everyone can understand. Then, [I] just 
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cannot speak freely or without concern. [I] am still afraid that 
peers and the teacher have no idea what I am saying (NE06).  
 
4.2.3.3 Self-deprecating thoughts 
 The arousal of anxiety also leads the students to criticize 
themselves in terms of their learning and performance. They 
deprecated their own ability and achievement in English. (Because 
this theme stands alone, no diagram is presented for reference.) One 
respondent indicated negating her own English ability in the 
description of the alterations in her emotions and thinking from one 
situation to anther:  
 
[When] talking to the teacher, if you both understand each 
other, you, of course, feel very happy at that moment. [You] 
just feel that you can understand the teacher very well. 
However, if today [you] suddenly (.) if [you] do not speak 
very well, i.e. suddenly speak badly, and the teacher cannot 
understand either (.) if that stimulus suddenly appears, even 
if [the teacher] does not understand only one thing or [I] 
cannot understand the teacher, I feel that this is no good and 
wonder why I am so poor [at English] (NE07). 
 
Another respondent provided more explicit responses to the effect of 
anxiety on the self:  
 
[Anxiety] makes me feel that I get anxious at this moment 
and so think that I might not have familiarized myself with 
this aspect or manipulated it very well (NE01).  
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She further added that  
 
µ[You] wonder why [you] cannot understand, why [you] still 
cannot speak, perhaps [you] did not memorize [something] 
well etc. [You] relatively have the feeling that [you] are 
blaming yourself¶ (NE01).  
 
4.2.3.4 Being propelled to work harder 
 In the light of the themes above, it is certain that learner anxiety 
has negatively impacted on the students in the areas of sociability, 
cognition, and perceptions of the self. However, they can also be 
propelled by negative emotion to put more effort into their learning. 
(Because this theme stands by itself, no diagram is demonstrated for 
reference.) The fifth informant stated that pressure might be 
considered as either positive or negative, depending on the person 
who suffers from it: µSome people must regard stress as positive and 
be making more progress themselves. Some [, however,] like I just 
said, will escape. I think that I should [belong to] the positive side¶ 
(NE05). She mentioned her experience of practicing speaking at her 
university¶s language center, and discussed what she had done after 
being reproved for poor performance by the student tutor:  
 
Last time I went to the LDCC. I did prepare a long script«EXW 
while I was reading it«, I could not read it out very well due to 
anxiety«As a result, I was reproved by the tutor«The tutor 
said that you were no good or something. Because of this, 
after I went back, I kept listening to the [electronic] 
dictionary and kept speaking and speaking. If I was 
unfamiliar with a word, I just listened to [the dictionary for it] 
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fifty times and the like (NE05).   
 
She, furthermore, claimed that, µIf the performance this time is done 
badly, I will want to do it comparatively better [next time]¶ or µthink 
that I must do so-and-so if I still have the chance next time¶ (NE05).  
 
4.2.4 Coping tactics for anxiety  
The coping strategies listed in Table 4.2 for non-major English 
students are (1) relaxation techniques, (2) gaining support from 
others, and (3) confronting anxiety-provoking situations. Each of 
them has also embraced several minor categories, focusing on more 
specific coping tactics for anxiety. The introduction to each 
sub-category is illustrated below.  
 
4.2.4.1 Relaxation techniques 
The students attempt to mitigate their emotional burdens through 
adjustments to their mental and physical states. There are two 
categories, as Figure 4.22 presents, affiliated with this major theme, 
each of which is introduced with a brief description of and the relevant 
extracts to the category.  
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Figure 4.22 The sub-themes of µrelaxation techniques¶ 
 
 
Positive self-talk 
 Three students attempted to console themselves by soft words or 
positive interpretations of the current situation in order to release 
their anxiety in certain activities. Two of them had provided relatively 
detailed descriptions of the scenes:  
  
Take my speaking wrongly for example,«after this situation 
finishes, I may«FRQVROH and say to myself that ³It¶s fine. That 
is not the first time. Just go back and carefully look it up DJDLQ´ 
(NE01). 
 
I try to convince myself. I say to myself that ³Maybe others do 
not understand it, either, or try not to be so nervous ,´ i.e. talk 
to myself (NE06). 
 
Releasing psychophysical tension 
µReleasing psychophysical tension¶ LV FRPSRVHGRIplaying with 
friends and/or taking a walk after class and taking a deep breath, 
Relaxation 
techniques  
1. Positive self-talk 
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which were considered to have the function of releasing both physical 
and psychological tensions. The specific extracts are as follows: 
 
I play with my friends [after class]. 
I will go out to take a walk (NE09). 
 
I may think about how to solve this predicament, and then 
take a deep breath. It will be fine afterwards (NE08). 
 
4.2.4.2 Gaining support from others 
The students make use of the µKXPDQUHVRXUFHV¶DURXQGWKHPto 
deal with anxious feelings. Most of the students try to seek their 
classmates for help in mitigating feelings of anxiety. The diagram 
below shows the components of this theme.  
 
Figure 4.23 The sub-themes of µgaining support from others¶ 
 
 
 
 
Gaining 
support 
from 
others 
1. Seeking help 
from peers 
2. Gaining 
positive 
feedback from  
peers 
3. Chatting with 
peers 
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Seeking help from peers 
 Three students stated that when encountering difficulties in 
classroom activities or tasks, they felt greatly relieved if they could 
receive help from their classmates. The examples are as follows: 
 
Because he or she [the neighbors] certainly have written the 
answer«[,so] I just read out his or her answer. I would say I 
do not understand this part. Could you tell me [the 
answer]?...Then, he or she will tell me and so I will feel 
relieved (NE07).   
 
When I am called on to answer a question, I have perhaps 
missed it during the preparation, or I am suddenly called on 
and so do not know how to answer. At that moment, I will 
think of how to answer. Then, I may turn to my group 
members and ask what to say«After spending some time 
organizing [my answer] and taking a deep breath, I face the 
question again and say what I just thought of (NE08). 
 
Gaining positive feedback from peers 
 Concerning the second category, two students attempted to 
confirm with their classmates that their worries were, in fact, not so 
important or necessary that they needed to take them seriously. The 
extract below can explain this. 
 
µI look at others¶ facial expressions, reactions, etc. If others 
are not ok like me, I will say fortunately that guy is not ok 
either. Then, I will not be so nervous relatively. However, if 
others¶ reactions are eager to try to or totally understand, I 
will become even more anxious. But, if others are all not ok,  
I will slowly (.) Ok, good, good ,good. Very good, very good¶ 
(NE06). 
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Chatting with peers 
 Lastly, sharing with classmates nervous feelings was also 
considered to be one of the coping strategies for anxiety. One student 
employed this tactic to calm herself down: 
 
R:      Will you do something to make yourself feel better? 
NE05:  What I usually do is talk to someone. I directly ask 
him or her, µWhat can I do? I feel so nervous and the 
like¶. 
« 
R:      Anything else? Will you also do other things to make 
yourself (.) 
« 
NE05: I will just directly talk [to others]. Then, there is no 
other thing [I] can do. 
R:     You will find someone quickly? 
NE05: Yes. I will ask, µWhat can I do? I feel so nervous. Then, 
I am so afraid of making mistakes¶. After sharing, [you] 
still need to get on the stage. 
 
4.2.4.3 Confronting anxious situations 
 Two specific strategies comprise this theme as demonstrated in 
Figure 4.24. As the titles indicate, the respondents chose not to 
escape from their anxiety and attempt to come up with solutions to 
the problem. The descriptions of each strategy are presented below.  
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Figure 4.24 The sub-themes of µconfronting anxious situations¶ 
 
 
Direct confrontation 
 With regard to µdirect confrontation¶, one female student chose to 
face her anxiety bravely and tried her best to carry on the current task 
smoothly. In her own words: 
 
Regarding anxiety, there seems to be nothing you can do. I 
mean what you can do is force yourself to do it. Or, you just 
keep looking at your partner. If [you] really cannot think of 
any ways, [you] just make up a sentence similar to the one 
forgotten to make your partner able to carry on 
speaking...This is probably the way [I] adopt (NE01). 
 
Problem-solving strategy use 
Three students seemed to face their anxieties squarely and 
attempt to come up with solutions to the emotional problems. Because 
NE01¶s description, also coded in the second category, is displayed 
above, only the other two students¶ remarks are presented below.  
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I feel, ³Why I am so useless and why I am so nervous to this 
degree at the very moment?´ However, later on, I will think of 
what to do next time if I encounter this situation again«I will 
think of how to overcome anxiety and the like if the same 
situation happens again next time (NE05). 
 
NE08: Uhm, releasing my emotion 
R:     Yes. 
NE08: I may think of how to resolve this predicament, and 
then take a deep breath. I will feel better then. 
R:     Ok 
NE08: Yeah. I feel relatively less nervous [and so] just face it 
first.  
R:     You mean think of solutions? 
« 
NE08: Yes, I will [carry them out]. I mean I will think of some 
relatively feasible solutions to overcome it. 
 
4.3 Summary 
This chapter demonstrated two sets of findings from interviews 
with English major and non-English major students. The significant 
themes of each aspect of anxiety²situation, source, effect, and 
coping strategy²were presented and illustrated with relevant extracts 
and commentaries. It seemed that the students from each group 
reported different sources of anxiety. Chapter 5 is devoted to the 
findings from the teachers¶ interviews. 
 
 
 
 
 
 233 
 
CHAPTER 5 INTERVIEW FINDINGS: TEACHERS 
 
5.0 Introduction 
This chapter gives the findings from the interview data of teacher 
participants. In Chapters 3 and/or 4, I had discussed (1) how the data 
were processed and analyzed, (2) how the themes generated were 
selected and presented, (3) how the sections in Chapter 4 were 
organized, which is also applied to this chapter, and (4) what the 
parentheses in the extracts mean. Therefore, I directly reveal the 
themes generated from the data of the teachers of English majors and 
non-majors respectively. Appendices 9 and 10 give specific 
information of the themes.  
 In accordance with the reasons and considerations for selection in 
Chapter 4, Table 5.1 and Table 5.2 below demonstrate the abridged 
versions of the original lists of themes above. 
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Table 5.1 Reduced themes from the data of English majors¶ teachers 
Aspects 
(of anxiety) 
Situation Source Effect Coping 
strategy for 
students¶ 
anxiety 
 
T
h
e
m
e
s
 
1. Learning 
English in a 
formal 
classroom 
1. Negative 
self-perception 
of L2 learning 
1. Alteration of  
psychophysical 
conditions 
 
1. Establishing a 
positive 
relationship  
2. Exposure in 
class 
 
2. Concern 
about peers¶ 
judgments 
2. Classroom 
dynamics: 
avoidance 
2. Making 
students 
ready for the 
tasks/ 
challenges 
 3. Poor 
relationship 
between 
group 
members 
3. Being 
propelled to 
work harder 
*3. Trying to 
inhibit 
students¶ 
negative 
emotions  
 
Table 5.2 Reduced themes from the data of non-majors¶ teachers 
Aspects 
(of anxiety) 
Situation  Source Effect Coping 
strategy 
 
T
h
e
m
e
s
 
1. Exposure in 
class 
1. Negative 
self-perception 
of L2 learning 
1. Classroom 
dynamics: 
avoidance 
1. Making 
students 
ready for the 
tasks/ 
challenges 
2. Learning in 
class: un- 
predictability  
2. Concern 
about peers¶ 
judgments 
2. Poor 
speaking 
performance 
2. Making 
use of peers¶ 
influence 
 3. 
Inadequate 
English 
ability 
3. Being 
propelled to 
work harder 
*3. Trying to 
inhibit 
students¶ 
negative 
emotions  
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These themes are successively introduced and discussed in detail in 
the following sections.  
 
5.1 The perceptions of English majors¶ teachers 
 
5.1.1 The situations where anxiety happens 
 The situations in Table 5.1 are (1) learning English in a formal 
classroom and (2) exposure in class. Each also contains several minor 
categories, emphasizing more specific situations of anxiety. The 
introduction to each sub-category is below. 
 
5.1.1.1 Learning English in a formal classroom 
As detailed in Figure 5.1, this theme has four sub-themes² (1) 
English tests, (2) working as a group, (3) time-limited preparation, 
and (4) competitive activities. These four categories depict a relatively 
general picture of the language classroom. That is, the dimensions of 
classroom situations identified are not as specific as the other 
sub-WKHPHVVXFKDVµVSHDNLQJRQVWDJH¶7Kus, they were grouped 
together to form a major theme under the heading above. 
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Figure 5.1 The sub-themes of µEnglish class¶ 
 
 
English tests 
Tests are an inevitable part of the curriculum in most courses, 
including English. It seems probable that students may have a 
negative attitude towards tests or examinations since they may 
impact largely on their academic performance assessment for a 
course. The fourth interviewee observed that students became 
exceptionally anxious when taking normal tests and midterm/final 
examinations. In her own words,  
 
Very apparent, especially when they take written tests, [their 
anxiety] is super obvious«I think that they still think that 
written tests equals formal exams. Besides, when you let 
them read a large sheet of something, they are very nervous. 
Then, I do not know whether it is because of the final exam or 
(.) But, when they did quizzes, I also felt that they were 
nervous. I mean, when they see that sheet of something, 
they just get nervous (ET04). 
 
Learning 
English in a 
formal 
classroom 
1. English tests 
2. Working as a 
group 
3. Time-limited 
preparation 
4. Competitive 
activities 
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Nonetheless, she mentioned that µThe degree of anxiety in taking 
quizzes is, of course, different from that in taking exams¶ (ET04). 
There appears to be no doubt that the former is less serious than the 
latter since examinations normally carry a much higher percentage of 
the total semester score. Additionally, the same teacher found it 
interesting that some students experienced anxiety even when taking 
a one-to-one oral test with her:  
 
It is really interesting«because [you can] perceive that they 
are very nervous when listening to them [students] speaking. 
For example, they speak English very fast or stammer. Also, 
they do not perform as usual«Then, [you] ask them if they 
feel very nervous. They say, ³Yes .´ Then, sometimes I just 
feel that but we are on a one-to-one basis already. I am not 
asking you to face a group of people«However, they are 
nervous even about that (ET04). 
 
Apparently, the number of people with whom those students are faced 
is not the major problem here. It is, however, who the listener is 
perceived to be that can raise a question. Although the students only 
speak to the teacher, the latter may be taken more as an examiner 
than as an audience, i.e. the person who assesses them and decides 
whether they pass or not.  
 
Working as a group 
 Students are usually divided into several groups and then discuss 
a subject or carry out a task together as a group. During the process, 
the interaction between group members can be the context where 
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anxiety occurs. Apart from ET05¶s case in Section 5.1.2.3, the other 
teacher reported the occurrence of pressure in students¶ group 
discussion for an activity:  
 
When groups have discussion activities, I feel that they 
[some students] do [feel nervous]«in terms of you know 
participating in the class«For instance, I ask them to listen 
and take notes. Then, when they are alone, he or she can 
choose to do or not to do it. Then, if the people in a group do 
it, it means that everyone is called to carry it out. That is, the 
participation feels relatively strong (ET04). 
 
The nervousness of these students is probably due to stress from 
other group members and their loss of control and freedom in the 
context. Specifically, they need to be cooperative to undertake the 
activity with the other members even though they may not be 
interested in it. Nevertheless, as the extract shows, the seemingly 
anxious state is believed to prompt them to participate in the work 
more actively.  
 
Time-limited preparation 
Concerning µtime-limited preparation¶, it is not unusual that 
students are allowed a few minutes to prepare for the coming 
activities or tests in class. Nevertheless, according to the teachers, 
students were observed to exhibit anxiety during their preparation. 
One teacher raised the issue of students¶ anxiety in preparation by 
introducing two contrasting contexts:  
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[You] give them five minutes (.) Because I feel that in 
instruction there is a routine whereby you give students five 
minutes to practice. Then, you reconvene and ask [them] 
questions. I feel that students are not anxious about this. 
When do they feel anxious? When I give them five minutes to 
prepare a presentation or role play, for example«Then, you 
also project a very big online stop watch and leave it counting 
down. After five minutes, I instantly drew lots [to see who the 
presenter is] (ET01). 
 
Another teacher reduced students¶ preparation time for oral 
examinations and then discovered that they had difficulty coping with 
the change:  
 
We have speaking tests where students come up and choose 
a topic and then they have a certain amount of time to 
prepare a conversation in front of the class. I noticed that for 
the final exam, when I reduced their preparation time form 
10 minutes to five minutes, they started to complain and ask 
for more time (ET02). 
 
In doing this, he intended to prompt his students to µreally ³talk´ with 
each other¶ rather than only µspeak a memorized dialogue¶ (ET02). 
 
Competitive activities 
Competitive activities are designed for and employed in class to 
make the course interesting and enhance students¶ speaking ability. 
Only two teachers mentioned using such activities in their classes, and 
claimed that anxious feelings were indeed triggered during the 
process. One of the teachers described the situation when students 
debated an issue as speaking practice in her class: 
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I once let students carry out a debate. [The topic] was about 
what (.) [It] was about the Wall Street campaign«I suddenly 
forget its name in English«Ah! [It is] Occupy Wall Street. I let 
them have a debate. I divided them into four groups and 
there were for and against sides. They were obviously very 
nervous [in the competition] (ET01). 
 
She, furthermore, briefly spoke of the association between students¶ 
nervousness and the audience: µThey are a group of students who like 
to show themselves. When there are crowds [audiences] in front of 
them, they become nervous. However, they will turn this nervousness 
into a positive force¶ (ET01). Apart from the atmosphere of 
competiveness, her students¶ anxious feelings may also relate to their 
concern about others¶ views, face protection, and/or desire to win the 
competition, as implied in the above extract. Moreover, although it is 
interesting to be informed of the positive effect of anxiety, whether the 
emotion truly does no harm is a question that only can be answered by 
the students involved.  
 
5.1.1.2 Exposure in class 
 Students are encouraged to speak English in class to adapt to 
using the language. The diagram below reveals the speaking related 
activities mentioned by the teachers.  
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Figure 5.2 The sub-themes of µexposure in class¶ 
 
 
When attempting or required to respond, speak, or present in English 
in class, students are, of course, involved in the possibility or risk of 
exposing various aspects of themselves to the whole class.  
 
Spontaneous speaking in class 
 Students were considered to experience anxiety when 
spontaneously speaking in class. Specifically, they were concerned 
about being picked on to speak, including when the teacher randomly 
called on them to speak, and volunteering answers to the teacher¶s 
questions. An interviewee stated that students experienced anxiety 
when singled out to speak. She also mentioned that this teaching 
procedure, in fact, carried an additional purpose sometimes. In her 
own words,  
 
I feel that being singled out in front of the whole class makes 
them very nervous, and they worry that they won¶t be able to 
Exposure 
in class 
1. Spontaneous 
speaking in 
class 
2. Speaking on 
stage 
3. Awareness of 
performance 
problems 
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answer. Nevertheless, because often I single out [a certain 
student] and I just know that he or she cannot answer, this is 
actually an act of warning. Then, sometimes I, of course, also 
call on those who can answer«because this class, i.e. 
listening and speaking, has more than fifty students. You are 
singled out from fifty-something students, which could be 
very frightening for them (ET04). 
 
This big class results from the fact that ability grouping was not 
applied to the English class of English majors. It is assumed that 
suddenly being the focus of attention can put pressure on the student, 
but this thinking does not preclude shyness or low self-confidence in 
the student. Another female respondent reported interesting 
situations whereby when some students volunteer to answer her 
question even though they are anxious:  
 
They feel anxious, but simultaneously want to [answer]. 
Their desire to answer is greater than their anxiety. This is not 
saying that their anxiety helps them. Not necessarily. They 
keep thinking and thinking that I want to answer that 
question. I feel afraid, but I still want to (ET05). 
 
However, some anxious students attempt to avoid speaking:  
 
[Some] anxious students may look at those wanting to 
answer, and [wonder] why they dare to. Sometimes they 
envy [their peers]. Sometimes they feel that µ[it] has nothing 
to do with me, [so] it would be best if you do not call on me¶ 
(ET05). 
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Speaking on stage 
 Speaking on stage was a situation where the teachers thought 
that students definitely experienced anxiety. No matter what speaking 
task they did, they seemed to be anxious about facing all of their 
classmates and trying to finish their oral presentation at the front. One 
female teacher claimed that students became anxious about doing 
speaking practice (role play) on stage. This, however, seemed to 
improve later in the year. More precisely, 
 
The two students were still nervous even when finishing. 
Nevertheless, I felt that they were relatively nervous at the 
beginning. Later, they (.) I mean our course has been 
going«for nearly one year [;] they actually made 
improvements. You can see that they no longer procrastinate 
or refuse to go on stage and are not so anxious that they 
cannot speak when on stage. They all now (.) Practice has 
surely made them different (ET03).  
 
In other words, when students are accustomed to this way of 
presenting, their anxiety is likely to be reduced. Another respondent 
realized that most students could get anxious when presenting on 
stage since µthey speak faster and faster¶ (ET04). One context was 
group presentations: µI mean they feel very nervous when making«a 
big, complete (more than 15 or 20 minutes) [group] presentation¶ 
(ET04). She explained in passing that their anxiety was engendered 
by classmates¶ attentiveness and their desire to give a good 
presentation. Apparently, in addition to the concern about low scores, 
such performance-related worries as shyness, face issue, and/or 
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caring about others¶ views are all likely to be the sources of this 
anxiety. From the perspective of an individual, lack of experience, low 
(L2) self, and/or poor manipulation of English could also potentially 
contribute to anxiety of this kind. 
 
Awareness of performance problems 
 Only one teacher mentioned students¶ negative emotional 
responses to perceived imperfections in their performances in class. 
Some students became embarrassed when presenting badly at the 
front. The teacher normally dealt with this by giving the students a 
second chance, i.e. return to them for the question later. In her own 
words, µif some people do not speak well, they feel a bit embarrassed 
as others are looking at them¶ (ET01). She emphasized that µI dislike 
[the intervention] that you still keep pushing the student to speak 
instantly when he or she is unable to¶ (ET01).  
 
5.1.2 The sources of students¶ anxiety 
The sources in Table 5.1 are (1) negative self-perception of L2 
learning, (2) concern about peers¶ judgments, and (3) poor 
relationship between group members. Each also embraces several 
minor categories, highlighting more specific sources of anxiety. The 
introduction to each sub-theme is presented below. 
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5.1.2.1 Negative self-perception of L2 learning 
How students perceive themselves in different aspects of learning 
can impact on their emotions during participation in classroom 
activities. As Figure 5.1 reveals, anxious students were observed to 
have three negative self-perceptions: 
 
Figure 5.3 The sub-themes of µnegative self-perception of L2 learning¶ 
 
 
Low self-confidence 
University students were discovered to probably have the 
concerns about their own disadvantageous English ability or skills, i.e. 
no µlack of anxiety¶ in using the L2 and negative µself-ratings of L2 
proficiency¶ (Sampasivam and Clément 2014: 25). Two teachers 
(ET03; ET05) perceived that students with anxiety over classroom 
situations criticized their own English ability. In particular, the former 
clearly stated the association between self-confidence and negative 
learner emotions:  
Negative 
self-
perception 
of L2 
learning 
1. Low self-
confidence 
2. Low self-
efficacy 
3. Comparison 
with classmates 
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If they themselves think that they are good, they may feel 
comfortable with the speaking course. [However,] if they 
themselves think that their own ability is not good enough, 
when [you] ask them to do any practice or something, you 
can feel that they are nervous all the time (ET03).  
 
Apparently, how well the students rate themselves in various aspects 
of language learning has a powerful impact on their emotional 
responses to classroom activities.  
 
Low self-efficacy 
Low self-efficacy is different from µlow self-confidence¶ in that I 
relate to when VWXGHQWVGRQRWKDYHWKHµEHOLHIVLQKLVKHUDELOLW\WR
perform a designated task or complete an activity (Mills 2014: 8) in 
the class. The male teacher explained why Taiwanese university 
students feel anxious about sharing their ideas or opinions in class. 
Apart from relating to Taiwan¶s µteacher-centered pedogogy¶, µmaybe 
they are afraid that their grammar will be incorrect, but I think the 
content is a bigger problem. They are constantly worried that their 
answers may not be correct¶ (ET02). In Taiwan, students are used to 
looking for standard answers to questions or checking whether their 
answers match the teacher¶s. Therefore, they do not take risks unless 
they are sure of themselves and their responses.  
Additionally, a female teacher described what made students 
anxious while they were preparing for the coming presentation: 
 
I feel group (.) because there are individual and group 
[presentations]. Like speaking, I give them three minutes to 
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prepare«Then, the reason why they feel anxious is that they 
are afraid that what they want to say is incomplete. In group 
work, this phenomenon may be even more obvious. I mean 
everyone has their own ideas, so how do they integrate 
[them] together within ten minutes? Then, they feel anxious 
about this since they are concerned about an incomplete 
presentation devoid of content when on stage (ET04). 
 
There is perhaps no denying that these low self-efficacy beliefs involve 
struggling with the need to use a language other than mother tongue 
to perform during the whole process.  
 
Comparison with classmates 
 Comparison between peers seems to be inevitable in the learning 
environment. Students discover differences in English ability between 
themselves and the other students within the process of learning, and 
regard themselves as capable or incapable. The fourth respondent not 
only mentioned what her students cared about in speaking, but also 
reported how they reacted to others¶ good performances:  
 
[They care about their] fluency and (.) exactly to what extent 
they can express their ideas [in English]«I feel that fluency is 
a very big problem as everyone hopes to speak English 
fluently. When they find that their classmates can do it, but 
they cannot, then they seem to shrink to some extent (ET04). 
 
Apparently, peer pressure can be constantly experienced as a result of 
comparison students¶ English abilities/skills.   
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5.1.2.2 Concern about peers¶ judgments 
This cause of anxiety, detailed in Figure 5.4, indicates that English 
majors seem to worry about perceiving or receiving negative feedback 
from and exposing their disadvantages to their classmates.  
 
Figure 5.4 The sub-themes of µconcern with peers¶ MXGJPHQWV¶ 
 
 
Afraid of negative reactions²peers 
 Concerning the first item, high emotional sensitivity was observed 
in students to their classmates¶ negative impression of them. 
Specifically, they were afraid of being looked down on or given no 
credit in terms of their English ability or performance in class. A female 
teacher thought that students¶ performance anxiety could also be 
traced to their attempt to µbuild up a [positive] image of their own in 
class¶ (ET03).  
 
µStudents actually care about the degree of respect their 
classmates have for them in class...Thus, if they always 
Concern 
about 
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judgments 
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negative 
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2. Afraid of 
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3. Face 
concerns 
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cannot do [something], you can imagine that their peers will 
show some contempt for them in the class, won¶t they? [They] 
may hence lose others¶ respect for them¶ (ET03). 
 
She claimed that µif you give students oral tests, if [you] let them do 
them individually rather than in front of their peers, perhaps the 
outcome is better¶ (ET03).  
Moreover, the male teacher mentioned a number of sources of 
anxiety when responding to the question about the role of anxiety in 
language learning. Among these causes, the most interesting one was 
what he called µteacher¶s pet¶: µ,NQRZWKDWVRPHVWXGHQWVGRQ¶WZDQW
WRVKDUHWKHLULGHDVLQFODVVEHFDXVHWKH\GRQ¶WZDQWRWKHUVWRIHHOWKDW
WKH\DUH³WHDFKHU¶VSHW´LIWKH\DQVZHUTXHVWLRQVDOOWKHWLPH¶ (ET02). 
I then probed into what he meant, so he explained that µ³WHDFKHU¶VSHW´
is someone who always raises their hands to answer all the questions¶ 
(ET02). In Chinese culture, µkeeping a low profile [, as a social norm,] 
LVDFUXFLDOZD\WRVWD\XQLILHGZLWKWKHFRPPXQLW\¶ (Peng 2014:31). 
Take the above situation for example, the students could be 
considered to show off or ingratiate themselves with the teacher.  
 
Afraid of negative reactions²unfamiliar peers 
 The concept in the second category is the same as in the one 
above, but focuses particularly on unfamiliar peers. One respondent 
indicated that whether students are worried about making mistakes 
depends on their degree of familiarity with other people in the class: 
µwhen unfamiliarity in the class is relatively high, they do care about 
[making mistakes]. [However,] when the degree becomes mild, they 
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may not be concerned¶ (ET03). In order to obtain details, I asked her 
to what extent it caused anxiety, as in the dialogue below. 
 
ET03: Yes. I think so. I mean the atmosphere of the class as 
a whole. If everyone just laughs and nothing more 
happens, [the situation] may be [fine]. However, 
perhaps some of them are just so afraid that others 
make judgments [about them] behind their backs« 
R:     That is, when peers in the class are familiar with each 
other, they will have less (.) 
ET03: better 
R:     Namely, [they] will care less about the detail 
ET03: Yes, less. Their fear of making mistakes will be less.  
 
Face concerns 
 µFace concerns¶ here mainly relates to students¶ concerns about 
failing to maintain or protect their own image or making themselves or 
being made to feel embarrassed in class. That is, they are afraid of 
their disadvantages being noticed and being laughed at when not 
performing well. A teacher commented on the causes of students¶ 
anxiety about being called to speak in class. Apart from human nature 
and inadequate English ability, she also linked anxious feelings to the 
fear of other¶s noticing flawed performance.  
 
It could be that they are afraid that [their] classmates hear 
them, for example, pronounce poorly and give the wrong 
responses. Or, they are uncertain whether what they say is 
right maybe [because] they are afraid of their mistakes being 
heard by their classmates (ET04).  
 
 
 251 
 
Nevertheless, she suggested that µsometimes, in fact, [their] 
classmates do not pay attention to [them], so they do not have to 
worry much about this¶ (ET04).  
Two teachers indicated that students¶ dislike of embarrassment or 
need to maintain face involved their academic expectations of 
themselves. More precisely, according to the male teacher, µI think 
part of the anxiety is due to higher academic expectations of 
themselves. Maybe because they have these expectations, they do 
not want to embarrass themselves in front of others¶ (ET02). Similarly, 
the other teacher said µThey also hope that they can learn English well. 
Just like what I said, because our department is English, they also still 
hope that they are able to speak [in English]¶ (ET03). Although ET03 
did not directly point out the issue of face protection, it is 
understandable that, as English majors, they expect to be able to 
demonstrate the ability to manipulate English well, especially in front 
of those knowing their background.   
 
5.1.2.3 Poor relationship between group members 
 Dividing students into groups may be easy, but positive 
interactions or relationships cannot be guaranteed within each group. 
When relationships become negative, feelings like discomfort or 
pressure are likely to appear in some students. (Because this theme 
stands alone, no diagram is drawn for reference.) One experienced 
teacher discovered a number of phenomena which could contribute to 
the discomfort of some students. For example,  
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There are sometimes many problems in group work. 
Students, in fact, do not want to be in the same group, but 
are grouped together by accident. They have not got along 
well since the beginning, and then they just keep scolding 
each other. Or, if one was uncooperative once, they will 
consider this person to be always 
uncooperative«Unfortunately, this person gets grouped with 
them (ET05). 
 
She said that she, therefore, lets students select their own members 
when they need to carry out a project as a group. However, if it is only 
a practice, she normally does the grouping herself.  
 
5.1.3 The effects of anxiety on students 
The effects in Table 5.1 are formed from (1) alteration of 
psychophysical conditions, (2) community dynamics: avoidance, and 
(3) being propelled to work harder. Each also contains several minor 
categories, pointing out more specific effects of anxiety. The 
introductions to these sub-categories are below.  
 
5.1.3.1 Alteration of psychophysical conditions 
 This describes the behavioral and psychological alterations in 
anxious students in class. That is, they are the changes which a 
teacher, generally speaking, does not see in those at ease. There are 
five variations within the main category, detail of which are in Figure 
5.5 below. 
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Figure 5.5 The sub-themes of µalteration of psychophysical FRQGLWLRQV¶ 
 
 
Acts against classroom conventions 
 This refers to the non-verbal behavior which anxious students 
displayed in the class. Most of their actions had the characteristic of 
refusal (or timidity). A teacher mentioned some anxious students¶ 
behavioral reactions to her calling on someone to speak: µSome 
[anxious students] probably shrink back«[You] can notice that they 
have their head (.) Whenever [I] want to pick on someone [to speak], 
they just keep their head down¶ (ET03). The same behavior was also 
observed when the male teacher expected someone to volunteer an 
answer: µZKHQ VWXGHQWV DUH DQ[LRXV EHFDXVH WKH\ GRQ¶W NQRZ the 
answer, they never look up at you (eye contact) when you ask for 
volunteers to answer the question¶ (ET02). Another teacher described 
the manifestations of anxiety observed in some students participating 
in a group discussion. Some seemed to sit there and do nothing: 
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Some [anxious] classmates remain silent and do not know 
what to do [in their own group discussion]. I go to ask them 
and I instantly find that they are very nervous. Since it is their 
[group¶s] turn [to present] later and they do not have any 
ideas, they are very nervous. Then, as they are short of ideas, 
they cannot join in [the discussion] (ET04). 
 
Facial expressions 
 In addition to body language mentioned above, students¶ facial 
expressions are recognized as another clue to anxiety in different 
classroom situations. Although it is difficult to depict an anxious face, 
the expressions seemed to convey a person¶s distress in general. As 
ET05 said, µ[anxious students] do not necessarily [screw up their face]. 
If you take photos of them, everyone¶s [facial expression] is different¶ 
(ET05). Nevertheless, she gave a more specific description of their 
facial expressions: µthey show no self-confidence in their faces«When 
you ask them to do something [in class], they just look very timid. You 
can usually realize [that they are anxious]¶ (ET05). Additionally, the 
male teacher suggested that facial expression is an effective indicator 
of whether a student is feeling anxious: µThe most obvious is in their 
facial expression. They have a worried look on their faces if I ask them 
something requiring giving their opinion [and]«ZKHQWKH\GRQ¶WNQRZ
the answer to something¶ (ET02).  
 
Consulting teacher about their work 
 The teachers also consider students¶ consulting them about their 
work to be a sign of their anxious feelings. More precisely, it seems 
that anxious students expect to receive positive responses to their 
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enquiries from their teachers in order to eliminate their uncertainty or 
confusion or solve their problems. A female teacher claimed that most 
anxious students, due to their wish to improve, inquired about their 
own learning related issues:  
 
About«most students¶ anxiety«for example, they cared 
about the class very much [, so] some students would ask me 
µWhy did you not give me A+ for my assignment I did in this 
way?¶ Then, I told them that it was because I was not inclined 
to give A+. The highest score was A«Some students would 
come to ask me [for suggestions], depending on what they 
did badly. Then, next time, you could see their strong 
intention to do well (ET04).  
 
Another interesting phenomenon mentioned by the same teacher was 
that anxious students appeared to take their teacher¶s general 
comments personally and came to ask her about them. More precisely,  
 
For instance, when you discuss some things with them [the 
whole class], they [anxious ones] just come to ask µTeacher, 
was I the one who did it wrong?¶ Then, I just felt so surprised, 
and I said µThe person I was talking about was not you¶«The 
reason why I felt surprised was that they read too much into 
my comments. While talking about [something], I do not 
indicate anyone specifically (ET04).  
 
Another female teacher noticed that some anxious learners tried to 
reassure themselves about the coming classroom activities or tasks:  
 
About anxious students, some come to ask the teacher more 
often than not what we are going to do next [or] what we are 
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going to do with something. They do worry about the future. 
[Like] how students are tested, if you do not explain [it] 
clearly, they will become very nervous (ET05). 
 
It may be surprising that anxious students dare to talk to their 
teachers about their own learning issues. However, apparently, their 
anxiety comes from sources other than the teacher him-/herself.  
 
Demotivation for learning English  
 µDemotivation¶ here indicates that the loss of patience with and/or 
interest in (learning) English is highly likely to manifest itself in 
students with anxiety. One respondent revealed that negative 
thoughts and giving up could be seen in some of the anxious students: 
 
They feel that they just cannot learn well. There are always 
people [thinking] in this way«There should also be this kind 
of students in the English department. I also find that some 
people just give up, but not many. But, when you teach other 
major students, [you see] relatively more. They just feel that 
their English is no good and so they five up. Nonetheless, 
there seem to be fewer students in the English department 
[acting] like this (ET03). 
 
Another respondent shared with me the attitudes towards English of 
students who felt anxious about speaking English:  
 
They [certain students] feel that speaking English is a 
frustrating thing«[, and then] leaning later becomes a kind of 
anxiety-laden task. I mean as long as they have to deal with 
English, their attitude turns very passive and negative 
(ET04).  
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She commented that this situation was difficult to change if it had 
reached a certain stage, and hoped that their thinking and learning 
would be different in their future courses.  
 
Perception of unfair treatment 
 Considering the last component, the feelings of anxiety could 
possibly lead some students to take teachers¶ instructions as 
objectionable treatment. One teacher raised this issue by starting off 
with the importance of good teacher-student interrelationships:  
 
The relationship between student and teacher is quite 
important«You make students feel that you want what¶s best 
for them. Perhaps when you make students understand«, 
they will have a better reaction. Otherwise, sometimes 
students think that the requests from the teacher (.) they 
may take them as very negative. That is, [they] think that the 
teacher spites [them] (ET03). 
 
That is, as she commented, µperhaps [due to] their tension of this kind, 
they think that the teacher calls on me purposefully and therefore 
makes them so nervous«>if] they cannot realize it [teacher¶s 
intention]¶.  
 
5.1.3.2 Classroom dynamics: avoidance 
 µAvoidance¶ here indicates that students refused to interact with 
people in the learning context. There were even people preventing 
themselves from participating in classroom activities. The diagram 
below demonstrates the three components of this theme.  
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Figure 5.6 The sub-themes of µcommunity dynamics: avoidance¶ 
 
 
Avoidance of classroom activities 
 Students were observed to have avoidance behavior when dealing 
with certain classroom situations where they feel anxious. The male 
interviewee spoke of student avoidance in two contexts. At the same 
time, he appeared to also compare the µcauses¶ of these avoidances. 
 
I think the more anxious students would avoid classroom 
participation/performance since they would probably be 
afraid to speak publicly or be afraid of making mistakes. But 
I think interactions with teachers or peers may be more 
connected with personality. I have seen students who are 
very shy and do not say anything during group work [,] but 
when the group goes up on stage, their English is very good 
and fluent. Maybe the anxious students are the ones who go 
up on stage and try to get it over with as quickly as they can 
(ET02).  
 
Although he claimed that personality results in certain students¶ 
avoidance behavior in a group discussion, the possibility of 
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communication apprehension or concern with peers¶ views may not be 
ignored in a context involving social interactions. Additionally, one 
female interviewee claimed that being absent and ignoring work were 
both likely to occur in anxious students:  
 
There are students feeling so anxious that they cannot come 
to class, therefore [they] skip class. Some people do so«Also, 
they find that the teacher is always dissatisfied with [their] 
work and so they just leave it behind [the activities or 
assignments]. There are people doing this as well (ET03).  
 
In terms of the second case, it is arguable that the students could feel 
so anxious or stressed that they are not interested in the course or the 
tasks and do not even care about whether their lack of work can affect 
their academic scores. 
 
Classmate avoidance 
 Two teachers were aware that anxious students tried to avoid 
interacting with their peers while involved in a group discussion and/or 
speaking on stage. ET04 mentioned anxious students¶ avoiding 
discussion with other group members under µacts against classroom 
conventions¶. Moreover, she found that students with anxiety tried to 
rush their presentation on stage: µI feel that they just want to 
complete this work as quickly and well as possible¶ (ET04). This effect 
of anxiety has also been reported by ET02 in the above paragraph. In 
other words, the less time they spend on stage, the less time they 
spend facing their peers and keeping themselves in the situation.  
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Teacher avoidance 
 Lastly, it was found that students¶ anxiety probably weakened 
their interaction with their teachers inside and outside the classroom. 
Apart from the fact that anxious students lowered their heads to avoid 
being picked on to speak (ET02; ET03), ET03 also revealed that the 
students frequently failed to turn up for appointments with her.  
 
[There are students] always avoiding the teacher. When 
[they] have to meet with the teacher, they just do not come 
at all«I am not certain whether it is because of anxiety or 
because they have decided to give up. It is very hard to say. 
[I think] it may be due to anxiety (ET03).  
 
She stated that she would have forced them to keep the appointment 
in the past. However, she did not do so any more since the harder they 
were pushed, the higher their anxiety would be. Although it is difficult 
to say that the teacher is certainly the source of the students¶ anxiety, 
she is definitely associated with English. As a result, it is little wonder 
that the interaction between them is also negatively affected.  
 
5.1.3.3 Being propelled to work harder 
 In contrast to the above themes, being propelled to work harder 
indicates the likelihood that some students are propelled by anxiety to 
put more effort into their learning. (Since this theme stands by itself, 
no diagram is drawn for reference.) A participant claimed that most 
anxious students had higher expectations of themselves in class. 
According to her responses, these students were not negatively 
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impacted on by anxiety. They seemed to be zealous about learning:  
 
When the well-behaved students listen to my lectures, I can 
feel that they actually feel anxious. For example, I give 
[students] one thing. Then, after they have read it, they 
perhaps (.), for instance, they seem not to understand it very 
well EHFDXVH«sometimes [when] I talk about the film clips, in 
fact, I think that they probably do not understand them well 
as there are no subtitles. Nevertheless, they still work very 
hard in order to understand them (ET04).  
 
Arguably, whether anxiety plays a facilitating role in EFL learning could 
be discussed from three perspectives: (1) the degree of anxiety, (2) 
the ability to bear stress, and (3) the source of anxiety. Considering 
the above extract, it seems demonstrable that their willingness to 
work harder or participate in class is simultaneously boosted by their 
will to work although their desire for success makes them anxious in 
the class.  
Another informant described the scene when students prepared 
for a coming activity (presentation) with anxiety, which, according to 
her, enhanced the effectiveness of their preparation:  
 
Like what I just told you, I mean when people feel anxious, 
everyone is very zealous in preparation. That is, you find that 
everyone keeps talking and taking notes with good effort. 
They feel that they take this activity very seriously. The 
reason why they take it very seriously may be that they are 
afraid of losing face and/or being anxious, so they have to be 
well-prepared. I actually support this. If today I ask someone 
to do something, but they still«[keep doing their own things], 
[I think] that I may go crazy (ET01).  
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She, furthermore, thought that anxiety could positively affect 
students¶ attitude towards the course although she did not specify the 
degree of anxiety required to have this effect: 
 
I feel that they will not treat this two credit course with a 
careless attitude. They will know that this is a course for 
which they need to spend time preparing«Even though they 
come in to only listen and speak, it is not a course where you 
can goof off (ET01). 
 
5.1.4 The strategies used to address students¶ anxiety 
The coping strategy for students¶ anxiety in Table 5.1 comprises 
(1) establishing a positive relationship, (2) making students ready for 
the tasks or challenges, and (3) trying to inhibit students¶ negative 
emotions. Each also has several minor categories, emphasizing more 
specific coping tactics for students¶ anxiety. The sub-categories are 
introduced below.  
 
5.1.4.1 Establishing a positive relationship 
 As the title implies, the construction or maintenance of 
appropriate interactions and atmosphere has been implemented to 
deal with students¶ anxieties in class. Within this theme two relevant 
tactics are involved.  
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Figure 5.7 The sub-themes of µestablishing a positive relationship¶ 
 
 
Relationship building  
 Concerning the first item, three teachers tried to develop or 
establish a familiar, friendly, and trustworthy relationship between 
teacher and students and between the students themselves through 
different activities or ways of grouping them on different occasions. 
The following extracts illustrate these: 
 
[My first step is that I] ask them to stand up and get to know 
each RWKHU«like ice breaking«Then, [I] write the things they 
will say on the blackboard to let them see them. They can 
walk around the classroom freely. If they do not know what to 
say, they can look at the blackboard (ET05). 
 
In the class, I arrange«[students¶ seats], and then I 
sometimes shift their [quiet or less capable ones¶] seats in 
order to let others have the chance to talk to others in 
English«Since they are peers, [i.e.] peer learning, there is 
less stress within peer learning«They talk to friends. They 
need to do [it] through classroom activities [as] kind of half 
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forced to...They have to do it as they are in class«Therefore, 
I purposefully use this kind of context to help them learn and 
make them dare to talk to them [others] next time and 
afterwards (ET05). 
 
You let them choose [their own members] or do the grouping, 
but there are a few who are not recruited by any group«I 
once encountered a case«No one from his [original] class 
wanted him«,so I would sometimes grouped him with people 
from other classes [/departments] as«he did not feel 
stressed by them (ET05). 
 
As far as the third description is concerned, the teacher apparently 
tries to help excluded students engage in activities so that they can 
gradually familiarize themselves with classroom practices, English 
language, and other peers. Their anxiety can, thus, be alleviated.  
 
Maintaining positive classroom atmosphere 
 Regarding the second, only one teacher mentioned how he 
conducted his classroom sessions and treated misbehaving students 
in order to preserve a harmonious and relaxed learning environment.  
 
,QFODVVURRPGLVFXVVLRQVLIZH¶UHOHDUQLQJDQd talking about 
the Olympics, I may say somHWKLQJOLNH³'LG\RXDOOZDWFK the 
2O\PSLFV"0\ IDYRULWHHYHQW LV WKH/DG\¶VEHDFKYROOH\EDOO
EHFDXVHWKH\ZHUHDOOZHDULQJELNLQLV´ (ET02). 
 
For classroom management, I will not scold the students if I 
notice WKDWWKH\¶UHQRWSD\LQJDWWHQWLRQDVORQJDVWKH\GRQ¶W
interrupt the other students. Maybe I will stare at them and 
when one of those students notices, they will tell their 
SDUWQHUVWREHTXLHW,GRQ¶WWU\WREHDVWULFWWHDFKHU (ET02). 
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5.1.4.2 Making students ready for the tasks or challenges 
 The teachers try to equip their students with knowledge and a 
clear mind for the ongoing activity. There are two sub-themes within 
this major theme. The specific details are in Figure 5.8. 
 
Figure 5.8 The sub-themes of µPDNLQJ students ready for the tasks or 
challenges¶ 
 
 
Provision of adequate information 
Four of five teachers reported providing their students with such 
information as how the course is conducted and how or why an activity 
is necessary as a strategy for making them feel secure about learning 
in class. Two teachers¶ comments are shown in the examples below. 
 
While they are doing the activity, sometimes [you] discover 
that many people in class seem to be running into difficulty 
and feel very nervous. At the moment, I sometimes just say 
to them«µI can obviously see that you do not know what 
exactly I [the teacher] want you to do. Ok, let me look for a 
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student to demonstrate¶. Then, I pick on someone with whom 
I have a better relationship, and then the student and I do the 
demonstration together...[Afterwards,] they know [how to 
do it] (ET03). 
 
 
ET05: [I also alleviate their anxiety] through an introduction 
to the course. [This] can function as guidance.  
R:     You mean what you are going to teach in the course 
and the like? 
ET05: Yes. When do the midterm and final exams take place?  
What are the scopes of the exams? What are you 
going to learn? I think that this is also necessary. How 
are they assessed? It is, in short, an introduction to th 
basics« 
 
Giving (more) practice/preparation time 
 Regarding the second component, students were given some 
(additional) preparation time before/in the middle of an activity to 
prepare them for the activity. It was even suggested that µpractice 
makes perfect¶ as far as learner anxiety was concerned.  
 
Considering some people do not speak well, as the whole 
FODVVLVORRNLQJDWWKHPWKH\IHHODELWHPEDUUDVVHG«,WHOO
students µI will give you five minutes for preparation. If you 
do not speak well or know what to say, I will call you again 
two minutes later¶. I do not just simply let them go (E01). 
 
I also considered before what I could do about their seldom 
speaking up. I could not (.), but this course required students 
to speak. Nevertheless, [if] you force them, it did not seem 
[okay]. However, gradually, they could [speak] as well. 
[Thus, you] need to set different standards for WKHP«EXW
you cannot set a special one as others may say you are being 
unfair. [The alternative way] may be to give them more 
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WLPH«2WKHUVPD\QRWNQRZ,DPJLYLQJ>extra time to them] 
(ET05).   
 
5.1.4.3 Trying to inhibit students¶ negative emotions 
 This theme mainly expresses the ideas of precaution and 
compensation. That is, the teachers not only try to treat their students 
gently during the learning process, but also give them a helping hand 
when they confront difficulty performing activities or tasks. As Figure 
5.9 shows, there are four specific tactics within this broad category.  
 
Figure 5.9 The sub-themes of µtrying to inhibit students¶ negative 
emotions 
 
 
Opportune support from me 
 With respect to the first, three teachers claimed that they helped 
their students instantly when they encountered trouble or actively 
asked them whether they needed help during their participation in 
activities.  
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Yes, I will go ask [them] µDo you have any problems? I saw 
that you two do not seem to be speaking [conversing], so 
what happened?¶...I usually walk around while the students 
are practicing. If I see students who seem to have no idea 
what to do, I will go tell [console or teach] them (ET03). 
 
Sometimes I will intervene with one or two questions in due 
FRXUVH«)RUH[DPSOHZKHQWKH\FDQQRWFRQtinue with their 
presentation any more, but their time has not come yet, I will 
ask them one or two questions. [This] makes them give a few 
responses«[e.g.] yes and no or one or two sentences. I 
sometimes do this, but I do not know if this alleviates their 
DQ[LHW\«0\ LQVWLQFWLYH WKRXJKW LV WKDW>:KHQ@ \RX PDNH
them at least say yes, there may be the possibility [of 
development] afterwards (ET04). 
 
It seems that these teachers try to present the image of helper instead 
of a corrector to their students. That is, they are willing to help their 
students with their problems. They also appear to exhibit their 
sensitivity to and availability for students¶ difficulties and needs in 
learning.  
 
Individual instruction 
µIndividual instruction¶ means that students are given help with 
their emotional or learning problems on a one-to-one basis. Only ET03 
mentioned this while discussing how to alleviate anxiety. 
 
I normally walk around the classroom to give some individual 
instructions as much as possible. I find that most students 
feel very happy that you can give them some individual help. 
They will take it (.) They will feel that the teacher does care 
about me and want to teach me (ET03). 
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She noted that this was one method she used to build up a good 
relationship with her students.  
 
Ways of commenting on students¶ performance 
Two teachers revealed how they comment on their students¶ 
performance so as not to provoke negative emotions. They are 
inclined to emphasize the advantages of their learners¶ performances.  
 
Every time students finish a conversation, I will give them 
VRPHFRPPHQWVZRQ¶W,"\RXFDQILQGWKDWLIWKHWKLQJVWKH 
students say on stage are not interesting and they do not 
VSHDNZHOOHLWKHU«WKHQRIFRXUVH>\RXFDQ@ILQGWKDWWKH\
blush after coming off the stage1HYHUWKHOHVV«,KDWH«WR
only give negative [comments]. [You] still need to give some 
positive ones, e.g. your pronunciation is very good. You still 
need to try to mitigate the emotion. I truly feel that a teacher 
should not be allowed to emotionally torture students in class 
(ET01). 
 
Avoidance of anxiety-provoking factors 
Lastly, three teachers aimed to make students feel comfortable 
and secure during classroom situations. More precisely, they tried to 
avoid potential factors which might make students anxious in various 
contexts, such as test taking, presenting, and grouping:  
 
I always try to make my tests and assignments have the right 
level of challenge for the students. I usually start with easy 
things at first, but after they know that they can do well, I will 
make them more challenging in future (ET02). 
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In Taiwan, students are afraid of being corrected publicly, but 
you tell them in private (.) While they are doing their work, 
you tell them that they can [do it] in this way. They will be 
very happy. However, sometimes work needs to be corrected 
publicly as others may not know [the correct usage] until you 
correct him or her. [We] do not need to [correct] everyone 
since we do not have much time (ET03). 
 
If you keep looking at them [during their speaking 
performance], they will feel anxious. But, the problem is that 
it is impossible not to look at them«unless they are very 
nervous, I will tell them (.) like the one-to-one [oral] test, I 
will tell them µOk, I do not look at you then. You just speak¶. 
Therefore, I do not look at them, but just listen (ET04). 
 
Because I usually let them [students] do the grouping 
WKHPVHOYHV«WKHDWPRVSKHUHin discussion or group work is 
DFWXDOO\PRVWO\YHU\JRRG«,WPD\EHEHFDXVH WKH\DUHDOO
good friends. Hence, they would, for instance, give 
precedence to or tolerant each othHU«,SHUKDSVKDYHKHOSHG
them alleviate their anxiety over that aspect a bit (ET04). 
 
 Section 5.2 below presents the findings based on the data 
generated from the interviews with the teachers of the non-English 
major students. 
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5.2 The perceptions of non-English majors¶ teachers 
 
5.2.1 The situations where anxiety happens 
The situations in Table 5.2 are (1) exposure in class and (2) 
learning in class: unpredictability. Each also has several minor 
categories, highlighting more specific situations of anxiety.  
 
5.2.1.1 Exposure in class 
Students are encouraged to speak English in the classroom for the 
sake of adapting to using the language. Figure 5.10 reveals the 
relevant activities mentioned by the teachers.  
 
Figure 5.10 The sub-themes of µexposure in class¶ 
 
 
When attempting or required to respond, speak, or present in English 
in class, students risk exposing various aspects of themselves to the 
whole class. 
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Spontaneous speaking in class 
 Students were perceived to be anxious about spontaneous 
speaking in class. Specifically, they worried primarily about being 
called on to speak and teacher¶s randomly selecting someone. All six 
teachers said that their students feel anxious about being picked on to 
speak. One of the teachers described what she discovered from the 
anxious students:  
 
Often if you called on a student, he or she, of course, feels 
that (.) Taiwan¶s students in general feel that they are afraid 
of making mistakes in speaking or responding, being laughed 
at when making mistakes, and that others consider them to 
be inferior, so they are not willing to speak. Or, [they] just say 
a sentence in whispers«They usually [speak English] in a 
very low voice«This shows their anxiety (NET07).  
 
Another teacher discussed her students¶ reactions to her randomly 
calling on students to speak:  
 
I usually pick students randomly to answer questions. Of 
course, before choosing someone randomly, I always give 
them time to prepare the answers. Afterwards, I randomly 
call on students to answer the questions. I am aware that, for 
students, [this] is very stressful as the students I have taught 
all give me the feedback that [they are] very nervous in my 
class (NET08).  
 
Speaking on stage 
Speaking on stage is the situation which the teachers thought 
definitely made students feel anxious. No matter waht the speaking 
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task is, they seemed to be anxious about facing their classmates and 
trying to finish their oral task at the front of the class. One teacher also 
mentioned the same situation, but clearly stated that there was a 
different response when the place changed: µif you let them do [the 
practice] in their seat, they feel no anxiety at all. Once they come up 
to the stage«WKH\ become QHUYRXV¶ (NET02). She claimed that her 
students were familiar with one another due to her grouping 
arrangements,  
 
but they still act the same. Is this an aspect of human nature? 
As long as you stand in front of many people, you start to feel 
uncomfortable. Thus, there is a situation of this kind for sure. 
While you ask them to carry out some oral performances at 
the front, they start to feel nervous. Some people do, but not 
everyone (NET02).  
 
Another teacher observed that even though students presented as a 
group on stage, anxiety still accompanied them to the end.  
 
For example, I now let them to have a group discussion. After 
the discussion is over, I pick one group to come up to the 
stage and share the outcome with the other classmates. My 
feeling is that this also contributes to their anxiety to a certain 
extent (NET08).  
 
Specifically, she mentioned a debate between two groups and said 
µThey are more nervous when on stage than in private because, in 
private, three people only need to face [the other] three¶ (NET08). 
Apparently, these teachers mainly consider students¶ reactions here 
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as part of human nature. Nevertheless, it could be argued that 
students are not used to facing a group of people when speaking since 
they had few chances to do this before university. Moreover, it is likely 
that students are concerned about others¶ views of them or their 
performances. 
 
Awareness of performance problems 
Only one teacher spoke of students¶ negative emotional 
responses to the perceived imperfections of their performance in class. 
She revealed students¶ anxiety over speaking on stage in the context 
of oral tests. She wondered why students did not prepare for the test 
even though they felt anxious, which increased their level of anxiety 
during the test. She then gave this illustration:  
 
µIn fact, they face so many people watching them speaking. 
When they cannot carry on, they just feel so stressed. Then, 
(.) They finish, [but] without much substance. After that, 
they are still very anxious. You can see their facial expression. 
You can see their behavior. They look very upset or tremble. 
They are just so nervous that they cannot carry on. After 
getting off the stage, you can see the sadness in their face. 
They are quite concerned about their marks. They are also 
concerned that«others all have seen their poor performance¶ 
(NET07). 
 
Obviously, emotional responses and particular situations are 
intertwined with each other. The students¶ negative emotions 
accumulate because anxiety-provoking situations come one after 
another within the context. Furthermore, the emotions are sustained 
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for a while, for they take their assumptions or concerns seriously, 
which are not solved yet.  
 
5.2.1.2 Learning in class: unpredictability 
 Unpredictability here refers to the situations and the 
consequences that the students did not expect to happen or did not 
have any way of anticipating while undertaking learning tasks in the 
classroom. Specifically, Figure 5.11 illustrates the two sub-themes 
within the major theme above. 
 
Figure 5.11 The sub-themes of µOHDUQLQJ in class: unpredictability¶ 
 
 
The teachers¶ perceptions, as described below, exemplify the 
difference between these two. 
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Unexpected incidents 
 µUnexpected incident¶ mainly indicates the learning related 
changes or occurrences beyond the VWXGHQWV¶FRQWUROor prediction in 
the classroom. When unanticipated situations occur, students were 
likely to lose control over their emotions. One respondent seemed to 
suggest that a teacher¶s curriculum design was connected with his or 
her students¶ emotional responses in class: 
 
About other activities (.) I feel that this [the arrangement], 
due to every teacher¶s [distinct teaching] style, becomes 
different. For example, some teachers like to make changes 
each session. Then, some students feel a sense of freshness 
from the course. However, if I teach this class and feel I have 
got them stuck in a routine, when I do something different 
one day, this can also lead them to anxiety.  
 
As she said, µThey just feel that they never expected this incident to 
happen. Why did it suddenly turn out this way?¶ (NET03). Arguably, 
students perhaps also have their own impression of how an English 
class is (should be) run normally. Aside from the university teacher¶s 
routines in teaching, this impression may be also partly formed of 
their previous experiences of learning before university.  
 
Unknown consequences/results 
 Performing badly in class, including the possibility of failing, 
seems to be an anxiety-causing issue for students since they are 
hardly able to foresee what will happen afterwards. A teacher pointed 
out not only students¶ anxiety over presenting poorly, but also their 
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worries about the result and others¶ reactions: 
 
In face of so many people listening to them, when they 
cannot speak any more, they just feel very stressed. After 
this, they still feel very anxious«They worry about the result 
and that others all see their poor performance (NET07). 
 
Two teachers, furthermore, discovered that students were worried 
about failing the course: µanother [situation] is that they are afraid of 
failing«Usually they are concerned about whether their scores can 
pass them¶ (NET07). Another teacher gave a more detailed comment 
on this:  
 
I think that they are probably more worried about (.) like 
flunking because the problem is that this is a four/five credit 
course, which is a lot. However, the real reason why they 
have this anxiety is actually that they did not study«, and 
they do not come to the class, either. They have many 
excuses indeed (NET04).  
 
5.2.2 The sources of students¶ anxiety 
The source in Table 5.2 is composed of (1) negative 
self-perception of L2 learning, (2) concern with peers¶ judgments, and 
(3) inadequate English ability. Each of them also contains several 
minor categories, looking at more specific sources of anxiety. The 
introductions to the sub-categories are presented below. 
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5.2.2.1 Negative self-perception of L2 learning 
How students perceive themselves in different aspects of learning 
can have a huge impact on their emotions during the participation in 
classroom activities. As Figure 5.12 displays, anxious students were 
considered to have three negative self-perceptions: 
 
Figure 5.12 The sub-themes of µnegative self-perception¶ 
 
 
Low self-confidence 
Three teachers found that their students had the worries about 
their own disadvantageous English ability or skills, i.e. no µlack of 
anxiety¶ and negative µself-ratings of L2 proficiency¶ (Sampasivam and 
Clément 2014: 25). One of the teachers observed a positive 
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Like the class I am teaching now, I do see some students 
perceive their own speaking ability as comparatively poor. 
Thus, when they have the chance, like when I call on them to 
share their ideas or I ask them to give an oral presentation, 
you can see these students become relatively timid (NET08). 
 
Additionally, some students were discovered feeling anxious while 
working with others as a group. The teacher proposed three potential 
sources of their anxiety: (1) µthey do not get along with the other 
members well¶, (2) µthey consider their [English] ability very poor and 
therefore are unwilling to speak¶, or (3) µthey have no chance to speak 
or cut in as the others are better¶ (NET07). In other words, poor 
interpersonal relationships, low self-confidence, and deprivation of 
right or others¶ neglect are all possible to provoke students¶ anxiety 
during group activities. These correspond to the opinions of the 
students and teachers of English major on the issue of group work. In 
the light of this, working in groups may be another promising context 
for the scholars of learner anxiety to research.  
 
Low self-efficacy 
 Low self-efficacy is different from µlow self-confidence¶ in that I 
relate it to when VWXGHQWVGRQRWKDYHWKHµEHOLHIVLQKLVKHUDELOLW\WR
perform a designated task or complete an activity (Mills 2014: 8) in 
the class. A teacher described her students¶ different reactions to a 
situation when she asked a volunteer to answer her question:  
 
[Most students in my class] are relatively introverted and 
quiet. Only two or three students dare to speak up«Besides, 
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those with better academic performances are usually the 
ones who are relatively willing to volunteer«When they 
[students] need to come out to present, I say µAny 
volunteers?¶ When you see some not raising their hands, they 
are actually starting to feel a bit nervous as they are perhaps 
not sure about whether their work is correct or good or not. 
Then, no one dares to raise their hands (NET06). 
 
She briefly concluded that the anxious students¶ characteristics were 
mainly due to their µpersonality and«no confidence. When they are not 
certain, they become comparatively nervous. They dare not to raise 
their hands and come out to present¶ (NET06). Another teacher 
(NET07) specifically pointed out that µoften if a student is called 
on,«Taiwanese students, in general, are afraid of making mistakes 
when speaking or responding«and so are not willing to speak¶ (, which 
NET02 and NET03 also discovered in their students). She claimed that 
this low self-efficacy was linked with Taiwan¶s social norms or face 
culture: µ[it is] because«we have been educated since we were little 
that if you are not good enough, do not stand up to speak [and] if you 
are not good enough, do not embarrass yourself¶ (NET07). 
Furthermore, µwe subconsciously require a standard answer [and 
think of] what answer the teacher expects or what the teacher¶s 
answer is. However, that is not the story sometimes¶ (NET07).  
 
Comparison between classmates 
 A learning environment appears to inevitably involve the 
comparison between classmates. Students discover the dissimilarities 
in English ability between themselves and others within the process of 
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learning, and further consider themselves as competent or 
incompetent. The Level 8 class teacher heard some students 
comparing their ability with others when introducing themselves: 
µAfter hearing classmates¶ [self-introductions], [I] think that I do not 
measure up to them. Why am I in this class?¶ (NET08). According to 
her, µhe or she had spoken the thought of being inferior to peers in 
English. When I call on them to speak, my feeling is that they are 
actually very nervous¶ (NET08). Furthermore, based on her responses 
to a relevant issue, this source of anxiety seemed to also be 
accompanied by µfear of (advanced) peers¶ negative reactions¶, 
increasing the anxiety over performing in class. Although Class level 8 
comprises the most advanced students, it seems that the slight 
differences in ability still negatively impact on the learners¶ self. Many 
of them may originally have had higher self in learning English. 
However, after meeting the superior people, their self could be 
severely damaged. Moreover, the classroom is probably regarded as a 
stressful learning environment due to the students recruited. 
Comparison here might have involved competitiveness in a sense. 
Nevertheless, being competent in English for university students, as 
mentioned by NET08, is usually perceived as depending solely on 
speaking performance, especially pronunciation or intonation. This is 
certainly an incorrect belief about learning English.  
 
5.2.2.2 Concern about peers¶ judgments 
 This theme, as illustrated in Figure 5.13, indicates that 
(non-major) students appear to be particularly concerned about 
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perceiving or receiving negative feedback from and exposing their 
disadvantages in front of their classmates. 
 
Figure 5.13 The sub-themes of µconcern with peers¶ judgments¶ 
 
 
Afraid of negative reactions²peers 
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being unable to do well. As for the anxious students, she stated that 
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recognized that the concepts within this possibly include face issues or, 
more precisely, fear of their peers¶ negative reactions:  
 
 
For some [anxious] students, it is because of face issue«They 
will accidentally disclose in their words that but others may 
say this and that if I say [something] in this way. 
Nevertheless, I admit that certainly whichever year they are 
in, they all have peer pressure from classmates. Thus, I 
believe that this would be one of the reasons (NET03). 
 
Afraid of negative reactions²advanced peers 
 The concept of the second category is the same as above, but 
focuses particularly on advanced peers. NET08 had stated that those 
with anxiety had low self-confidence and compared themselves with 
other classmates in English ability. Apart from this, she also 
discovered that they were fearful of perceiving negative comments 
from others, including considered-to-be-superior ones:  
 
I think that [they] are perhaps afraid that, [considering] their 
performance, classmates would feel µOh, dear, how come his 
or her English is so bad? The reason why I said this is mainly 
because my previous students produce the same feedback. 
They thought that their English ability was low. They were so 
afraid of saying something wrongly. This might make them 
laughed at by classmates (NET08).  
 
She discussed this characteristic from a psychological perspective: 
µyoung people care greatly about their peers¶ views of them, so they 
are obsessed with popularity [or commonality]. It is because they do 
not want to be an outsider, i.e. peer pressure¶ (NET08).  
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Face concerns 
 µFace concerns¶ here mainly refers to students¶ concern about 
failing to maintain or protect their own image or making themselves or 
being made to feel embarrassed in class. That is, they are afraid of 
their disadvantages being noticed and being laughed at when not 
performing well. One of the low level class teachers briefly mentioned 
her students¶ anxiety over performing on stage and explained the 
main reasons for this in the dialogue below:  
 
NET04: They actually do not feel nervous when sitting down 
there. However, their anxiety on stage is relatively 
more about fear of being laughed at by others.  
R:      That is, µI do not want to embarrass myself [and] let 
everyone know that I do not speak well and the like¶. 
NET04: Yes, yes, yes. Some of them actually feel µI do not 
speak well. In fact, peers may not be able to catch 
problems with their speaking. Yet, they themselves 
have this kind of feeling.  
 
Another teacher provided more details depicting anxious students¶ 
face issue over speaking at the front. Specifically, she proposed two 
phenomena: 
 
(1) I mean they may have limited English ability. Then, they 
think to themselves that they want to say [something], 
but cannot speak it out loud. This is what I encounter 
very often. Thus, they feel that it is a very embarrassing 
matter that they cannot say a word when standing at the 
front. 
 
 
 285 
 
(2) [I] do not know if it is because they speak softly or they 
are afraid of mistakes being heard if they speak too loudly. 
They just always [speak] in whispers. Nevertheless, 
when you ask them to speak louder, they just start to get 
even more anxious (NET03). 
 
She said that the second phenomenon was detected with only a few 
chances in her present class, which might result from its smaller class 
size around fifteen or twenty.  
 
5.2.2.3 Inadequate English ability 
According to the teachers, students¶ lack of English skills prevents 
them from successfully achieving classroom tasks. Therefore, they 
seem to hold themselves back from participating in activities 
considered threatening. The diagram below shows the components of 
this theme.  
 
Figure 5.14 The sub-themes of µinadequate English ability¶ 
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Inadequate listening ability 
 Regarding µinadequate listening ability¶, students were found to 
have difficulty fully understanding people speaking in English, 
especially with fast pace and junctures. A teacher of an intermediate 
class thought that it was relatively easy to observe whether students 
feel anxious in speaking tasks, but not in listening, reading, and 
writing. Nonetheless, her students once shared with her the reasons 
why they felt anxious doing listening tasks or tests in the following 
dialogue.  
 
NET06: Yes. There was one [student] saying µTeacher, I could 
not understand that listening at all. He said µI totally 
had no idea what it said«from the beginning to the 
end¶.  
R:      Did he mention the reason? 
NET06: Yes. I asked them the other day. Some«said that the 
speaking was too fast because there were some 
[questions] for dictation. Also, [they] had difficulty 
spelling some words«[Another reason] was about 
word junctures. [The sounds] were all stuck together. 
They could not understand them.  
 
The teacher stated that the students did not understand the content 
until they had read the script.  
 
Inadequate speaking ability 
µ,QDGHTXDWHspeaking DELOLW\¶PDLQO\GHVFULEHVVWXGHQWV¶GLIILFXOW\
expressing their ideas or opinions in English. In µface concerns¶ above, 
the second teacher (NET03) mentioned students¶ difficulty in 
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expressing their ideas in English when describing the first 
phenomenon. She clarified the connection between speaking English 
and students¶ anxiety when I recapped this with her:  
 
They are related. That is, considering expressing [ideas], 
they perhaps feel µI am unable to express all the ideas I want 
to say. Then, you want me to stand at the front¶ (.) Even when 
we speak Chinese, we feel nervous standing at the front. 
Then, there are so many things mixed up together. µYou want 
me to speak in English, [but] I am bad at it. Then, you want 
me to stand at the front and speak loudly (NET03). 
 
This description demonstrates that the source of anxiety and anxiety 
about a situation do not stand together in a one-to-one relationship. 
In other words, there could be several sources contributing to a 
person¶s anxiety in a particular situation or one source is associated 
with several anxious situations.  
 
Unfamiliarity with classroom activities 
 The third component suggests students¶ lack of experience in 
dealing with certain activities or relevant practices which are rarely 
carried out before university. One respondent discussed the sources of 
students¶ anxiety in such speaking related tasks as presenting on 
stage or being called on to speak. She basically proposed five main 
causes of negative emotions, one of which illustrated the problem of 
lacking experience in speaking publicly. In her own words, µBasically, if 
we do not have much experience of speaking publicly, it is natural that 
we feel nervous. It seems that almost everyone has the same 
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[problem]. Thus, that may just be a very natural reaction¶ (NET08). 
Although this teacher appears to attribute anxiety to unfamiliarity with 
speaking publicly in general, there are even fewer opportunities for 
Taiwan¶s students to do so in English. Hence, arguably, students¶ 
anxiety could double in this situation.  
 
Unfamiliarity with English language  
 Considering the fourth sub-theme, the teachers also ascribed 
students¶ anxieties partly to the problem of being unfamiliar with 
English itself or its properties like expressions and logic. An 
interviewee claimed that unfamiliarity due to a lack of practice was 
one of the main reasons why students felt anxious about speaking in 
English:  
 
And, they lack practice because it is impossible for them to 
use the class [to practice how to speak]. It is fine if you speak 
in Chinese. If [they] need to speak in another language, 
[because] you do not know how to express it indeed and 
seldom practice it [speaking] at home,«you need to spend 
much time thinking until you realize how to say this sentence. 
This is also another [source of] anxiety. That is, they do not 
master speaking in public well. Also, [they are unfamiliar with] 
the logics of English and how to express [ideas in English]. 
They do not practice [them] enough, so they feel afraid and 
anxious (NET07).  
 
English in Taiwan is neither an official nor a daily spoken language. The 
English classroom could be one of the few places where people have 
the chance to use the language. I would like to argue that this is one 
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reason why students are not motivated to practice English after class. 
Furthermore, the students in this group come from non-English 
related departments, which, of course, is not helpful for enhancing 
their interest in English. Under these circumstances, their 
unfamiliarity with English is understandable in a sense.  
 
Do not take responsibility for preparation 
 The teachers thought that irresponsibility for preparation or 
review was an obvious reason for students¶ anxiety in some tasks. In 
her responses, one teacher discussed this problem by mentioning the 
cases of listening and speaking. Take listening for example, she gave 
her students the scripts for the coming listening test, but only a few 
people read them before the examination:  
 
Concerning anxiety, it may be possible that they do not 
prepare for tests. Like listening tests, you tell them µI have 
uploaded the scripts online¶. They, in fact, did not read these 
audio scripts, but I actually tested them on the 
contents«Some of them, however, just do not [read them] 
(NET04).  
 
Therefore, those students, according to her, showed their 
hopelessness and nervousness during the test:  
 
Some earnest students looked up the words, but some didn¶t. 
I mean the latter just pretend that there is no such matter, so 
when they take the test [played once only],«they write the 
answers very nervously«[and] they can be [found] sighing 
(NET04). 
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5.2.3 The effects of anxiety on students 
The effect in Table 5.2 consists of (1) community dynamics: 
avoidance, (2) poor speaking performance, and (3) being propelled to 
work harder. Each of them also has several minor categories, 
illustrating more specific effects of anxiety. The descriptions to the 
sub-categories are below.  
 
5.2.3.1 Classroom dynamics: avoidance  
µAYRLGDQFH¶ KHUH means that students refused to interact with 
people in the learning context. There are even people preventing 
themselves from participating in classroom activities. The diagram 
below demonstrates the three items affiliated to µavoidance¶.  
 
Figure 5.15 The sub-themes of µavoidance¶ 
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Avoidance of classroom activities 
Students were perceived to have avoidance behavior in classroom 
situations where they felt anxious. A teacher claimed that anxious 
students did not speak in class: µIn fact, some anxious students¶ 
performance is actually quite good, but they are just particularly quiet¶ 
(NET04). She was aware that µ[They] also sit in the last row. They do 
not speak. It is quite easy to ignore their existence. They speak in 
whispers¶ (NET04). She later described the anxious students¶ 
reactions when they were invited to share their thoughts: 
 
When you want them to speak, they do not volunteer either. 
Also, you ask them to speak, but they just speak (.) in a 
manner of very low voice as if [they] are so unsure [of 
themselves]. However, their English is actually not bad 
(NET04).  
 
Another teacher experienced that the called-on students directly 
answered µI have no idea¶ to the question:  
 
Some say µI do not know or I have no idea or I have nothing 
to say¶. In fact, they just want you to let them sit down 
immediately. In reality, I do not allow them [to skip the 
question]. I say µYou have to speak. I will give you some 
time«and come back to you [later] for your answer¶ (NET07).  
 
Although this teacher wants her students to try rather than give up, 
the reason for their avoidance may not be related to answering 
questions itself, but such issues as concern about others¶ views or low 
self-perceptions. Therefore, it may be more important to think about 
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how to help anxious students free themselves from these burdens first. 
Additionally, the same teacher found that some anxious students did 
not grab the preparation time for the coming task:  
 
Some of them are good. They try their best to prepare. Some 
still chat with classmates without sticking to the point or 
discuss [the topic] in Chinese even though they know they 
may be called on by the teacher (NET07).  
 
She further added that µ[They] use chatting to release their stress, so 
they seem very happy. However, they are still fearful of being called on. 
They will keep looking at the teacher [to see] if she notices them and 
thinking ³Do not pick on me´¶ (NET07). 
 
Classmate avoidance 
Four teachers noticed anxious students¶ avoidance behavior 
towards their classmates while they were speaking on stage. The 
response from one summarizes the others¶ observations.  
 
µIn the last term, they could take a draft with them«In this 
term, basically, I do not allow them to get onto the stage with 
a draft. They will just look at the ceiling purposefully. Then, or 
they only look at their partner or me. They usually look at 
their partner relatively more often, and then they totally 
ignore the others down there¶ (NET04).   
 
Interestingly, she claimed that their anxiety only lasted until they got 
off the stage, and had no impact on their interactions with the teacher 
and peers after the activity or task. This phenomenon suggests that 
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the status of foreign language (classroom) anxiety is situation-specific 
one. That is, once they are finished with the activity, they are free from 
the anxious feelings.  
 
Teacher avoidance 
Concerning µteacher avoidance¶, it was observed that students 
with anxiety tried to escape their teachers¶ attention when on stage or 
when someone was needed to answer a question. A teacher described 
her students¶ nonverbal responses when a question was put to the 
whole class:  
 
Usually, you can see whether«they are willing to raise their 
hands to answer questions. When they are called on, [you 
can see whether] they lower their heads and do not want to 
look at you or (.) I mean [when] you look at them, [you can 
see whether] they show a friendly face to you. Then, you will 
know if they are very anxious (NET06).   
 
She further added µWhen they dare not to look at you, you know that 
they must be very anxious. When it comes to volunteering, everyone 
just [expresses] ³Teacher, no, no, do not ask me´«[They] do not want 
to raise their hands and look at you¶ (NET06). 
 
5.2.3.2 Poor speaking performance 
The linked codes illustrated that the anxious feelings had 
fundamentally negative impacts RQ VWXGHQWV¶ VSHDNLQJ SURGXFWLRQ
µ:KDW¶DQGµKRZ¶WKH\SUHVHQW, as Figure 5.16 demonstrates, are the 
two aspects which the following sections consider. 
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Figure 5.16 The sub-themes of µpoor speaking performance¶ 
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µYou sometimes just have no idea what they are talking about or they 
totally misuse the tenses or the like. You just see two people talking to 
each other, but the content is very empty¶ (NET04).  
 
Poor performance in speaking skills 
This category otherwise concerns negative emotion that results in 
undesirable presentation/speaking skills, such as linguistic mistakes, 
poor fluency, and unusual articulation. According to one teacher, µthe 
most common [manifestation of anxiety] is that µthey just cannot 
speak properly¶ (NET03). She was later asked to explain the problem 
in detail, and it was then said µForgetting scripts is one. Then, they 
sometimes (.) It is likely that they make relatively more mistakes. As 
they have become flustered, they commit comparatively more errors 
in grammar or pronunciation¶ (NET03). Another teacher (NET08) 
mentioned some VWXGHQWV¶ reaction to others¶ self-introductions in 
English and the problems caused by this later on. She found that their 
anxiety during oral activities reduced their spoken fluency:  
 
Yes. They speak less smoothly. Their speaking may originally 
not be so ragged«Once the teacher calls on them to speak, 
they have had that nervous-making idea of how those good 
at English will think of them after listening to them. Hence, 
they are originally able to speak smoothly, but [their speech] 
becomes hesitant when they speak (NET08).  
 
The other teacher, moreover, observed the changes in speech volume 
and pace in anxious students: 
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When some students get anxious, [they] speak particularly 
fast and loud. The more anxious they are, the faster they 
speak. The more anxious they are, the more high-pitched 
their voice is. [In addition,] some students are so nervous 
that their speech becomes barely audible (NET07).  
 
5.2.3.3 Being propelled to work harder 
The results above suggest that learner anxiety itself negatively 
impacts on students in such aspects as sociability and cognition. 
However, they are likely to be propelled by their anxiety to put more 
effort into their learning. (Because this theme stands on its own, no 
diagram is drawn for reference.) A participant thought that anxiety 
could have both positive and negative effects on learning: µsome 
people will urge themselves to work harder,«but some shrink back or 
the like. [It] has both positive and negative sides¶ (NET02). She 
described its positive side effects by giving the example of a reading 
task:  
 
They are concerned that they cannot understand the class or 
complete the activities or tasks or the like, so they are 
nervous. When they feel nervous, they will prepare for the 
class in advance. Therefore, this nervousness is a good thing 
for them. It happens because they are able to finish their 
reading or some given classroom activities when in class 
(NET02).  
 
She, further, observed that these students normally performed better 
in class. Additionally, another teacher said that some students came to 
her and told her their learning related problems and worries. She 
especially remembered the case of a female student who made 
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apparent progress after coming to talk to her about her anxiety:  
 
Her scores later became particularly good. I think that she 
might have put a lot of effort [into learning] herself later on. 
At the beginning she had been very nervous, and [said] 
µTeacher, I found my speaking very poor. I felt that I dared not 
to speak and made many mistakes whenever I spoke on 
stage¶...She said µTeacher, what can I do?¶ Of course, I gave 
her some suggestions« When they talk to you, it means that 
they want to learn, but they are confronting some difficulties. 
So, they are usually able to make progress later, I think 
(NET06). 
 
Apparently, these teachers are also aware of the positive effects of 
anxiety on students, i.e. facilitating anxiety. Although this anxiety is 
difficult to define in terms of degree, it is certain that making use of 
anxiety can help enhance students¶ learning outcomes. Importantly, 
when it comes to defining debilitating and facilitating anxiety, people 
may also need to focus on how much anxiety an individual can bear 
rather than anxiety itself.  
 
It may be [more about] the difference in every individual¶s 
ability to bear stress psychologically. You may feel that your 
ability is not that good, but you still come to class to confront 
those who you think are superior [in English]. Some people 
can accept this kind of circumstance. This is anxiety, but they 
can accept it (NET08).  
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5.2.4 The strategies used to address students¶ anxiety 
The coping strategies for students¶ anxiety in Table 5.2 embraces 
(1) making students ready for the tasks or challenges, (2) making use 
of peers¶ influence, and (3) trying to inhibit students¶ negative 
emotions. Each also includes several minor categories, highlighting 
more specific coping tactics for students¶ anxiety. The descriptions of 
the sub-categories are below.  
 
5.2.4.1 Making students ready for the tasks or challenges 
 The teachers try to equip their students with the knowledge about 
and a clear mind for the ongoing activity. There are two sub-themes 
categorized into this major theme, with the details in the diagram 
below.  
 
Figure 5.17 The sub-themes of µmaking students ready for the tasks or 
challenges¶ 
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Provision of adequate information 
 One third of the teachers informed their students about how an 
activity is preceded and why an act, i.e. teacher does grouping for 
them, is done in class. Below are the extracts from the respondents. 
 
Sometimes [I] may invite the more competent students to do 
[the task] first. [That is,] they may answer [the question] or 
do the task first in order to let them [anxious ones] have the 
chance to look at other models or examples (NET03). 
 
[Considering my sometimes random grouping of students], 
my experience shows me there is no problem as I did tell 
them the reason why I regrouped them [myself]: [I want to] 
give them an opportunity to talk to those with whom they are 
unfamiliar because the unfamiliar ones sometimes have 
some ideas that they (.) The peers students choose to sit with 
are the like-minded ones«If you discuss with those you never 
interact with, maybe you will get some enlightenment 
(NET08). 
 
It seems that these teachers try to fill the uncertainty or confusion gap 
in (potentially) anxious students.  
 
Giving more preparation/practice time 
 Additionally, when anxious students had difficulty continuing a 
task or answering a question, they were given additional time to calm 
down and re-prepare rather than forced to complete the task straight 
away. In the words of two teachers, 
 
If there is really a need, I will [say] sit down. I will directly tell 
them, for instance, µI will come back to ask you again after 
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few minutes or everyone is finished¶. That is, I give them 
more time, and let them look at how others do it (NET03). 
 
I do let them feel that they are spared the embarrassment. 
For example, sometimes I ask them µDo you still need a few 
[more] minutes or you still need to think about it?¶ (NET03). 
 
If some of them are so anxious that they say they cannot 
speak now, then I will say µYou speak later or you go release 
your emotion first¶ or I will say µCalm down¶. I will not be so 
strict to them and say, for example, µYou must speak now¶ 
(NET07). 
 
Although these teachers¶ way of acting seems positive, those who are 
asked to repeat the same action later in the same context may 
become even more anxious since they are not exempted from the 
situation. 
 
5.2.4.2 Making use of peers¶ influence 
 As the title implies, the teachers put mutual help between 
students to good use in the alleviation of students¶ anxiety in 
situations when they appeared to have no way out. The components 
which the above theme embraces are the concepts of µLPPHGLDF\¶ and 
µFRPPXQLW\¶. The relevant diagram is below: 
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Figure 5.18 The sub-themes of µmaking use of peers¶ influence¶ 
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Making use 
of peers' 
influence 
1. Peers' support 
within reach  
2. Use of group 
work 
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When they cannot answer, I give them some hints or request 
[other] classmates [to help them]: µIs there anyone who 
knows [the answer] or the like?¶. Then, I give the answer at 
the end. That is, [I] do not want to make them feel that this 
course is terrifying (NET06). 
 
Use of group work 
 In terms of the group work, the concept is similar to the one 
above. Nevertheless, this sub-theme emphasizes that working as a 
group was considered to be one strategy for addressing students¶ 
actual or potential anxiety. The following comments clarify this.  
 
Normally, I help them as much as possible. The best way is 
group work. When working individually, maybe sometimes 
they are unable to finish it on their own. If the situation 
permits, I employ group work as much as possible. Then, 
[they can] ask their classmates to help them«I think that 
they are relatively less anxious in that way (NET06). 
 
[I] also utilize peer pressure. I mean I may want them to do 
group work and come out to write something. Because 
sometimes they do not want to write or the like [or] feel it is 
boring in class. However, when it comes to working as a group, 
other peers will affect them. They will feel µOk, let¶s do it 
together then¶«I rarely make them feel that this course is 
very stressful (NET06). 
 
It is interesting to realize that group work is regarded as not only a 
medium for promoting collaborative learning, but also a tactic for 
mitigating learner anxiety in class.  
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5.2.4.3 Trying to inhibit students¶ negative emotions  
 This theme mainly contains the ideas of precaution and 
compensation. In other words, the teachers not merely try to treat 
their students mildly during the learning process, but also give them a 
helping hand opportunely when they confront difficulties in performing 
activities or tasks. As Figure 5.19 displays, there are five specific 
strategies within this broad category.  
 
Figure 5.19 The sub-themes of trying to inhibit students¶ negative 
emotions 
 
 
Opportune support from me 
 Half the teachers expressed that they gave help to their students 
instantly when they encountered troubles, or actively asked them 
whether they needed help during their participation in activities. The 
relevant descriptions are below. 
 
 
Trying to 
inhibit  
students' 
negative 
emotions 
1. Opportune 
support from 
me 
2. Individual 
instruction 
3. Ways  of 
commenting on 
students' 
prerformance 
4. Avoidance of 
anxiety-
provoking 
factors 
5. Giving 
easier tests 
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[When they cannot answer or speak,] you may use some 
questions to guide them to answer your questions. Then, 
they do not have to speak themselves from the beginning to 
the end. Or, for example, while they are describing an 
incident, I need to guess what they want to say. Then, I need 
to ask them µAre you trying to say so and so?¶ They normally 
feel all you said is helpful. They will say µYes¶ to you. Then, 
you just tell them to repeat it again themselves (NET03). 
 
They say µTeacher, how do I answer this? I do not understand¶ 
Only when I am walking around, they will ask me, and I will 
give them hints or tell them the answer. Hence, their anxious 
feelings can be decreased«I know sometimes they act like 
this«When they are preparing, you walk around to see if they 
[have some blanks] filled in nothing. Then, you say to 
them«¶Do you need any help?¶. After they have tried once or 
twice, [they know that] the teacher does help them and so 
they dare to [ask me for help] (NET06). 
 
Obviously, these teachers aim to give their students the impression of 
being approachable. That is, as teachers, they are willing to help 
students solve their leaning problems. There is no need to feel afraid 
of making mistakes or performing badly in class.  
 
Individual instruction 
 µIndividual instruction¶ indicates that the teachers attempted to 
help the students with their emotional or learning problems on a 
one-to-one basis. The remarks from three teacher participants are 
below.  
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NET02: [As for] some students, I ask them to come to see me 
later. 
« 
R:       What instruction do you normally give?  
NET02: I will focus on what they should be equipped with and 
ask them [relevant] questions. 
« 
NET02: [I will] ask them again as I want to check they are 
really equipped with [the knowledge]. They feel 
nervous because of their incompetence or they 
cannot answer due to anxiety...If they aren¶t, I just 
teach them. If they are, I am fine.   
 
In every session, there is always some time when you have to 
walk around to look at what these students are doing. So, 
when you discover [something wrong], you may actually 
need to chat with them a bit. Or, because they have been very 
nervous, you just do not talk to them in class, but ask them to 
come to you and have a chat with them in private. Sometimes 
this helps, but sometimes does not (NET03). 
 
NET07: I always [alleviate their anxiety] after class. I do not 
do so on the spot. The more you say, the more 
anxious they are. 
« 
R:      So, you do not deal with it in class.  
NET07: If they are too anxious to speak, I will say µ[you can] 
speak later¶ or µI will give you another chance 
tomorrow¶ or µCome to me after class to do it 
privately¶.  
« 
NET07: «They know that their score is a bit low or their  
performance sometimes (.) their performance in the 
midterm exam may not be good. Then, I will remind 
them or ask about their study methods. For some, I 
just start to chat with them by accident. 
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Ways of commenting on students¶ performance 
 Three teachers described how they gave students feedback on 
their performance to prevent their students¶ learning anxiety.  
 
NET04: «If sometimes their performance is perhaps 
particularly poor, I may tell them µYou only have 30 
seconds this time. If your test lasts two minutes (.)¶ 
Then, I let them know their [performance] like this 
is not ok. 
R:      But you do not directly say that [performance] like 
this is no good« 
NET04: No. Then, I may say µIt would be better if you could 
add certain contents. 
 
After [they] finish their presentation, I talk about the merits. 
I normally talk about the merits first, what is good, and what 
can be improved later«Mainly, at the beginning, [you] try not 
to first discuss their errors and make them brave to come out 
to speak more often«A little later, I can gradually add in some 
comments [for improvement] (NET06). 
 
This stress is generated from their thought that their English 
[ability] seems to be inferior. Considering this type of stress, 
my personal experience is that [I] need to deal with it 
individually. For example, once this student performs well, [I] 
reward him or her publicly. [I] tell other classmates publicly 
that he or she spoke very well. I think that this is fairly helpful 
for students (NET08). 
 
Avoidance of anxiety-provoking factors 
 More than half of the teachers aimed to make students feel 
comfortable and secure within the classroom. More precisely, they 
tried to avoid potential factors which might provoke students¶ anxiety 
in various contexts:  
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I ask students to come up [to the stage] to«make sentences. 
However, I normally do not let students (.) I do not let them 
come up to write the sentences that I have not checked yet. 
I normally walk around ensuring their sentences are correct. 
I make it sure that they do not lose face when on stage 
(NET07).    
 
NET08: About grouping, I usually let them 
R:      Choose [their own members] themselves? 
NET08: Yes. They also sit with their own relatively familiar 
friends. Thus, in terms of my current class, there is 
no such follow-up situation [impacts on interactions] 
as you mentioned. 
 
Giving easier tests 
Lastly, two teachers thought that making examinations or tests 
slightly easier could help arouse students¶ positive affect since test 
taking was perceived to be one of the main contexts where anxiety 
happened. In their own words,  
 
NET06: For example, when a student was in the first year, 
their scores were always 70, 80 or so. However, now 
in Level 6 in the second year, suddenly, they always 
only get 50 or 60. They just start to  
R:      feel very anxious? 
NET06: Yes. They feel why there is suddenly such a big 
difference [and so] start to feel unsure of 
themselves. I feel that sometimes we try not to 
make tests too difficult. I mean I do feel that you 
should give them the chance to feel that they still 
make some progress. 
 
Because tests for them are a very important factor that 
causes stress and demotivation, I say if they do (.) The 
results of their mid/final exams are often bad, so I normally 
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give them relatively not difficult tests or, in speaking, 
although I score them, I tell them µAs long as you speak or 
perform fairly well, I normally do not give low scores¶«I also 
tell them µThis way can help you perhaps compensate for 
poorer outcomes¶ (NET07). 
 
5.3 Summary 
 This chapter presented two sets of findings from interviews with 
the English teachers of either English majors or non-English majors. 
The significant themes of each aspect of anxiety²situation, source, 
effect, and coping strategy²were presented and illustrated with 
relevant extracts and commentaries. The teachers seemed quite 
sensitive to students¶ concerns although the anxious contexts 
revealed by them were comparatively general. In Chapter 6, I answer 
the research questions and discuss the findings.  
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CHAPTER 6 DISCUSSION OF FINDINGS 
 
6.0 Introduction 
 This study aims to depict a rich picture of the various aspects of 
foreign language anxiety in the context of the Taiwanese tertiary EFL 
classroom. Precisely speaking, the goals are as follows: (1) to explore 
the situations, sources, effects of, and coping tactics for EFL anxiety 
experienced by the students and (2) to examine the instructors¶ 
perceptions of their students¶ anxiety and how they alleviate it. 
Chapters four and five have so far presented the results related to the 
aims above and the research questions in this study (see below). In 
this chapter, I will make comparisons between the student groups and 
the student and teacher groups in their perceptions of learner anxiety.  
 
6.1 Research questions specific to students 
English major and non-major students, as revealed in Appendices 
7 and 8, appeared to be remarkably similar to each other in most 
aspects of EFL anxiety examined in this study. In other words, it 
seemed to make little difference whether they were English major 
students or students of other subject areas who were required to take 
English courses as part of their degree. To uncover the reasons for the 
similarities in their responses required further unpacking of the data 
and some reflective thoughts. The research questions of this study are 
answered using tables comparing and contrasting the findings. The 
significant issues in each table are then discussed in detail.  
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6.1.1 RQ 1: When do Taiwanese university English major and 
non-major students feel anxious in their English 
class?   
Some literature (e.g. Price 1991; Young 1990) regards anxious 
situations as the sources of anxiety about learning in the language 
classroom. This idea could be, however, disputable because a situation 
represents a context and a source an object which, e.g. low 
self-perception or poor English ability, engenders a learner¶s anxious 
feelings in certain contexts. In response to this research question, I 
collected data relating to the situations where the students become 
anxious.  
The table below compares and contrasts the anxiety situations of 
English major and non-major students in their English classrooms.  
 
Table 6.1 Comparison and contrast between English and non-English 
majors regarding the situations of anxiety 
Major English 3/2 Non-English 
 
(
S
u
b
-)
 T
h
e
m
e
s
 
1. Exposure in class  1. Exposure in class 
a. Spontaneous 
speaking in class 
3 a. Spontaneous 
speaking in class 
b. Speaking on stage 3 b. Speaking on stage 
c. Awareness of oral 
performance 
problems 
 
3 c. Awareness of oral 
performance 
problems 
2. Learning in class: 
unpredictability 
 2. Learning in class: 
unpredictability 
a. Unexpected 
incidents 
3 a. Unexpected 
incidents 
b. Unknown 
consequences/ 
results 
3 b. Unknown 
consequences/ 
results 
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3. Working with 
others different from 
me 
 3. Learning English in 
a formal classroom 
a. Working with 
advanced peers 
2 a. English class in 
general  
b. Working with 
unfamiliar peers 
2 b. English tests 
 2 c. Working as a group 
 2 d. Problems of 
absorbing knowledge 
Note. 3: same/similar; 2: different 
 
Within this table, I have listed the representative themes and their 
sub-themes of the students¶ anxiety situations, and reported the 
results from the comparisons and contrasts between them with the 
marks²tick (3: same) and cross (2: different).  
 The English major and non-major students, as revealed in Table 
6.1, feel anxious in mostly the same classroom situations. As for the 
similarities, both groups had anxious reactions to the activities 
requiring them to speak, which probably has them exposed to the 
whole class. That is, they may feel µFRQVSLFXRXV¶ and the environment 
can suddenly turns µevaluative¶ as everyone in the classroom instantly 
shifts their attention to them (Daly 1991: 9-10). Thus, as stated by 
Gregersen and MacIntyre (2014: 4), language learners feel µthe most 
worry and concern¶ about speaking. This is also reflected in the items 
in the FLCAS and other situations than those in the ELCAS provided by 
the students in their interviews.  
In addition, both groups of students felt anxious in unanticipated 
situations or about failing activities or the course. For example, they 
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are asked to answer a question for which they did not prepare 
(µunexpected incident¶) or they give a wrong answer to teacher¶s 
question after being called on and worry about what might happen 
after this (µunknown FRQVHTXHQFH¶). It is not difficult to imagine that 
people normally feel panic when faced with ambiguous and/or novel 
situations, such as µnew situations¶, µunfamiliar problems¶ or µZKDW is 
going to happen¶ (Daly 1991: 9-10). Nevertheless, the situation of 
µunknown consequences/results¶ draws my attention in terms of why 
the students feel so concerned with the possibility of failing or not 
performing well. I wonder whether these situations carried the 
message of the VWXGHQWV¶ lack of self-confidence and ±efficacy in class. 
With regard to the differences, one English major specifically 
highlighted her anxiety over working with more advanced and 
unfamiliar peers, whereas the non-major students seemed to feel 
more generalized anxiety only being in the formal English classroom. 
Although some students in both groups considered µlearning English in 
a formal classroom¶ to be anxiety-provoking, µworking as a group¶ for 
the non-English majors is not as contextually specific as µworking with 
others different from me¶ for the English majors. Nonetheless, it is 
surprising that group/pair work was reported as one of the classroom 
situations associated with anxiety because it is generally promoted 
and commonly used in language classrooms. This finding basically 
disagrees with Liu¶s (2006) finding that most of her Chinese university 
participants felt comfortable when working with their peers. 
From the brief account of the table above, I have indicated several 
interesting or unexpected anxiety situations of the students, i.e. 
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speaking in class, unknown consequences/results, and group work. 
These three situations will be discussed in more detail in the following 
paragraphs. 
 
Speaking in class 
µSpeaking in class¶ includes spontaneous speaking and speaking 
on stage. These may be the two most common, typical speaking 
related activities in the language classroom in Taiwan. However, as 
shown in the findings, many students expressed their anxiety over 
such types of classroom situations. These phenomena echo the 
discoveries of Liu (2006), Price (1991), and Young (1990). All of these 
scholars found that learner anxiety (mainly) occurred in giving oral 
performances at the front (i.e. µspeaking on stage¶), and Liu also found 
in being picked on to respond or speak (i.e. µspontaneous speaking in 
class¶). Although the above situations represent two different contexts 
of speaking, they have a common characteristic. When involved in 
either, the student is the only person speaking and the rest listen. That 
is, the speaker is the focus in the classroom and probably feels that 
they are being evaluated by their classmates and teacher. These 
circumstances presumably contribute to the two anxiety-evoking 
factors of situational apprehension suggested by Daly 
(1991)²conspicuousness and evaluation (see Section 2.3). 
Additionally, it is interesting that English majors reported anxious 
feelings about speaking in class since they spend much more time 
studying English. Of course, as Horwitz (2000) says, even advanced 
learners are likely to feel anxious in an L2 class. My participants, 
 314 
 
however, mostly come from intermediate level classes or below. 
Moreover, although the English majors take courses in different areas 
of English study, the purpose is not to produce students equipped with 
English communicative ability. Thus, the teachers may not require 
their students to speak or create as many opportunities for them to 
speak as those in general English classes. These two circumstances 
may explain why some English major students struggle to speak in 
English in the class. 
 
Unknown consequences/results 
µUnknown consequences/results¶ refers to the students¶ anxiety or 
concern about performing poorly in class, for instance, being unable to 
answer the teacher¶s question, making mistakes, and/or, more 
seriously, failing the class. These unsuccessful attempts appear to be 
inevitable and common in the process of learning. As Horwitz et al. 
(1986: 128) indicate, µVHFRQG ODQJXDJH FRPPXQLFDWLRQ HQWDLOV
risk-WDNLQJDQGLVQHFHVVDULO\SUREOHPDWLF¶ However, it seems that the 
students consider wrongness unacceptable in learning or in class. 
Lower level students are, generally speaking, more worried about 
issues like failing the course or making no progress, perhaps due to 
their perception of their own incompetence. 
One context worthy of attention is when they cannot or incorrectly 
respond to the teacher¶s question. It could be their teachers¶ reactions 
which play a critical role in the evocation of their anxiety. In fact, that 
was a relatively less mentioned and significant cause for their learning 
anxiety, and there seemed to be no complaints about their teachers¶ 
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correcting them harshly. Furthermore, the teachers of both groups 
provided opportune support in class as a coping strategy for their 
students¶ negative emotions (see Sections 5.1.4.3 and 5.2.4.3). 
Consequently, other factors may explain the case more convincingly 
than teachers themselves. 
The characteristics of the situation suggest that the students are 
probably concerned about what their teachers may do and that 
everyone in the class is aware of their mistakes. These feelings 
probably correspond to two²ambiguity and conspicuousness²of the 
five attributes of anxiety-provoking situations, considered to induce 
people¶s situational apprehension (Daly, 1991). Moreover, making 
flawed responses seemingly diverges from the learners¶ learning 
beliefs and/or societal customs. More precisely, if one speaks up 
(actively), it means that he/she knows the answer (Jones, 2004) and 
is good enough (NET07: teacher interviewee). Therefore, feelings of 
embarrassment could be engendered in responding voluntarily and 
giving a wrong answer, let alone being called on to speak. That is, it 
seems that they feel forced to display their disadvantages. 
In addition, their classroom experiences before university may 
also shed light on the above situation and µunknown 
consequences/results¶ as a whole. The teachers normally assess their 
students¶ learning through such mechanisms as giving tests and 
calling on students to respond or write answers on the chalkboard. A 
common scenario could be that when students fail in activities or tests, 
their teachers say µyou were not attentive¶ or µyou did not study at 
home¶ or they are asked to correct their mistakes and copy relevant 
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texts in writing a few times. As a student interviewee (ENG09) said, µit 
may be because I am afraid of being punished by the teacher¶ even 
though this hardly ever happens in university. It is reasonable to infer 
that both groups of students carried with them their past classroom 
experiences, and it could be difficult for them to abandon them. 
To sum up, apart from individual features of the situations, the 
learners¶ English classroom anxiety is apparently not merely related to 
problems encountered in language learning, but also associated with 
their learning beliefs or customs and past classroom experience in 
general. These aspects have received less attention in related studies.   
 
Working in groups 
Working in groups is a form of learning widely employed in 
language classrooms. It promotes social interaction and collaborative 
learning between peers. Students can make use of the chance to 
practice speaking English to each other. It seems that group work 
provides advantages and can positively influences students¶ learning. 
Some of my participants, however, shared with me their anxiety in the 
context of working with others as a group. In fact, this discovery is 
surprising and unanticipated, and there is little research into the 
interplay between learner anxiety and working in groups. 
Nevertheless, if group work is thought of as being a social context, 
then experiencing anxiety would become normal and reasonable. 
Generally speaking, the findings of the relevant studies point to the 
negative relationship between FLA and collaborative learning. That is, 
those disliking cooperative learning are more likely to feel anxious 
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(Onwuegbuzie, et al. 1999); students from different levels of classes 
mostly felt less anxious when doing group work (Liu, 2006). By 
contrast, Duxbury and Tsai (2010) found in their Taiwanese students 
that the more frequently group work took place, the more anxious 
they were. 
My study results are more similar to Liu¶s findings. Since my 
non-major students, rather than English major ones, were grouped 
into different classes by proficiency, the responses from each group 
echoed those of Liu¶s participants. In the non-major group, only a few 
people reported anxiety over group work. Due to the mixed levels in 
her class, one English major student revealed concerns about working 
with advanced and unfamiliar peers in particular, also mentioned by a 
few of Liu¶s students. Of the few mentioned in the non-major group, 
the only one concerned about working with advanced learners of 
English was in the highest level class. 
From the discussion so far, working as a group is probably 
characterized by conspicuousness, evaluation, and/or novelty or 
ambiguity (Daly, 1991). Since each group member has the chance to 
express their thoughts, this creates a similar context to µspeaking in 
class¶ despite its smaller size. When working with (more) advanced 
and/or unfamiliar peers, certain members may experience discomfort 
or worries, such as (1) being conspicuous: their lower competence 
may become relatively apparent, (2) evolution: they may feel judged 
on their English ability and responses, and/or (3) novelty or ambiguity: 
they may feel too distant to start a conversation or catch others¶ points 
easily. 
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Moreover, as group work requires interaction between group 
members, some problems could occur and establish a context of 
anxiety during the interactive process, e.g. peers¶ cold reactions to or 
feedback on ideas (NE09, see Section 5.2.1.1) or their insensitivity to 
others¶ difficulty in speaking (NE08, See Section 5.2.2.2). Compared 
with the merits of collaborative learning mentioned above, these 
issues appear to be less discussed so that little attention is paid to the 
question of students¶ emotions over working in groups. Importantly, 
no matter how many people feel uncomfortable working in a group, it 
should not be overlooked that even group work is anxiety-provoking 
for some students and this may negatively impact on the outcome of 
collaborative learning.  
 
6.1.2 RQ 2: What are the sources of anxiety of the students in 
question? 
With the aid of interviews, I detected several sources of anxiety 
from the data generated²nine themes from English majors and ten 
from non-majors. Broadly speaking, both student groups attributed 
their anxieties mostly to themselves, less so to their peers, teachers, 
or others like parents. In other words, the fluctuation in their anxiety 
largely depends on how they perceive themselves and interpret their 
surroundings in different classroom situations.  
Table 6.2 below compares and contrasts the sources of anxiety of 
English major and non-major students in their English classrooms.  
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Table 6.2 Comparison and contrast between English and non-English 
majors regarding the sources of anxiety 
Major English 3/2 Non-English 
 
(
S
u
b
-)
 T
h
e
m
e
s
 
1. Concern about 
peers¶ judgments 
 1. Inadequate English 
ability 
a. Afraid of negative 
reactions²peers 
2 a. Inadequate 
speaking ability 
 
b. Afraid of negative 
reactions²unfamiliar 
peers 
2 b. Inadequate 
listening ability 
c. Afraid of negative 
reactions²advanced 
peers 
2 c. Unfamiliarity with 
English language 
d. Feeling of being 
judged by peers 
2  
e. Feeling of being 
judged by unfamiliar 
peers 
2  
f. Peers¶ unpleasant 
behaviors 
2  
g. Face conerns  2  
2. Negative 
self-perception of L2 
learning 
 2. Negative 
self-perception of L2  
learning 
a. Low self-confidence 3 a. Low self-confidence 
b. Low self-efficacy 3 b. Low self-efficacy 
a. Comparison with 
classmates 
3 c. Comparison with 
classmates 
3. Individual 
differences: learning 
behaviors 
 3. Academic 
expectations of 
themselves 
a. Learner beliefs 2 a. Desire for success 
b. Learner habits  2 b. Getting low 
academic scores 
Note. 3: same/similar; 2: different 
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Within this table, I have listed the main themes and sub-themes of the 
causes of student anxiety as identified by each student groups, and 
demonstrated the results from the comparisons and contrasts 
between them with the marks²tick (3: same) and cross (2: 
different).  
The factors which contribute to the respective students¶ anxiety 
are apparently quite different although they both reported having low 
self in the learning process. Considering the sources of the English 
majors¶ anxiety, the students seem to be highly self-conscious and 
sensitive as they not only care about their classmates¶ reactions to 
them or their performance, including nonverbal behavior, but also 
point out specific people whom they considered threatening. This 
trigger corresponds to µfear of negative evaluation¶ in Horwitz et al.¶s 
(1986) FLA theory, and is reported by other language learners studied 
(e.g. Price 1991; Williams and Andrade 2008). Nevertheless, there 
has been seemingly no research particularly indicating that advanced 
and/or unfamiliar peers can be perceived threat. One reason may be 
that the English major students were learning English in mixed level 
classes. 
Moreover, both groups of students had negative perceptions of 
themselves during their learning in the classroom. It is perhaps not 
difficult to imagine that one can become relatively timid in a situation 
where they are unable to convince themselves of their being, for 
example, competent, promising or worthy. Although there is a need 
for more empirical studies of the self and learner anxiety, the literature 
so far has established that the relationship between them is negative. 
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That is, the lower the self, the higher the anxiety (e.g. Cheng 2001; 
Gkonou 2012; Sampasivam and Clément 2014). From the list of 
sources of anxiety (Young 1991a), it is also reasonable to infer that 
the self plays an essential role in language learning, especially 
concerning FLA. Due to the cause of µcomparison with classmates¶, it 
makes me wonder whether their (low) self is possibly partly shaped by 
the people around them. 
The English majors also implied their learning beliefs and habits in 
the interviews. It seems that they put much emphasis on their 
linguistic fluency, grammar, and/or pronunciation. Horwitz (1987; 
1988) developed the theory of learner belief, and suggested several 
problematic beliefs commonly expressed by language learners. A 
learner¶s beliefs probably mould his/her behavior (Horwitz 1987; 
Stevick 1980 cited in MacIntyre and Gregersen 2014: 34). Thus, their 
learning experiences can be unpleasant if they hold beliefs which are 
unrealistic (ibid. 1987; Horwitz et al. 2010; Young 1991). 
Correct pronunciation appeared to be the biggest concern for both 
groups of students. Two of the English majors reported even more 
extreme beliefs²claiming the predominance of pronunciation as 
providing the first impression of the speaker¶s English ability (ENG01, 
Section: Learner beliefs) and being obsessed with standard 
pronunciation (ENG08, Section: Afraid of negative reactions²peers). 
This perhaps reveals that past or present teachers either had not 
discussed the issue of pronunciation and their relevant beliefs or 
emphasized the importance of pronunciation in L2 communication. 
Regarding learning habits, notwithstanding their similarity to beliefs, 
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few studies have discussed the connection between this learner 
characteristic and learner anxiety itself. Therefore, its formation and 
relationship to anxiety may be two promising issues to address in the 
future. 
Considering the non-majors¶ concerns, aside from their low self, 
they were also partly attributed to their lack of English ability, 
especially speaking and listening. As the interviewees mostly came 
from low-level classes, it is probably not surprising that they felt 
anxious when participating in classroom activities with their limited 
English abilities. Such perceived inadequacies can be instantly 
associated with FL µcommunication apprehension¶ (Horwitz et al. 
1986)²the worry about whether bilateral understanding can be 
achieved in the L2. Furthermore, its close relationship to anxiety may 
be indirectly detected from Liu¶s (2006) discovery and Horwitz et al.¶s 
(2010) statement: a connection (usually) exists between anxiety and 
low-level learners. As adult learners, their anxiety is possibly 
provoked more easily if they cannot communicate in the L2 as well as 
in their L1 (Horwitz et al. 1986), which also indicates the negative 
effect of linguistic incompetence on learner emotions. 
In addition, µunfamiliarity with English language¶ implies not 
merely an inability to manipulate English properly, but also their 
feeling of novelty²a trigger for anxiety (Daly 1991)²towards the 
language itself to some extent. From this, it may be inferred that the 
students perhaps have a lower tolerance of ambiguity for English itself, 
which negatively correlates with anxiety (Dewaele and Ip 2013), since 
they had been learning English for years. 
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Another intriguing source, µacademic expectations of themselves¶, 
perhaps creates the impression of the students¶ being perfectionists. 
However, the codes revealed seem to show that they hope for good 
outcomes within what they can control. Considering µdesire for 
success¶, it appears that the participants are still so motivated that 
they are willing to try their best to compensate for their inadequacy, 
and further expect positive results. Similarly, those reporting µfear of 
getting low scores¶ as one cause of anxiety are, in fact, not chasing 
high scores, but want to grab the points they think that they should be 
able to earn. Therefore, these cases cannot be directly compared with 
those addressing perfectionism and anxiety (e.g. Gregersen and 
Horwitz 2002). Nevertheless, these concepts could be similar to each 
other in the sense of µanxious to be good¶. 
Among the above sources of anxiety, aside from µinadequate 
English ability¶, µconcern about peers¶ judgments¶ and µnegative 
self-perception of L2 learning¶ are probably the two most significant in 
explaining a number of anxiety situations presented in Section 6.1.1. 
Thus, they will be discussed further in the following sections.  
 
Concern about peers¶ judgments 
 µConcern about peers¶ judgments¶ entails the students¶ feeling of 
being evaluated and their fear of negative reactions, and showing their 
disadvantages. These components not only correspond to Horwitz et 
al.¶s (1986) concept of µfear of negative HYDOXDWLRQ¶ in the L2 context, 
but also indicate that learner anxiety is necessarily related to this 
concern. 
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Indeed, this dread of being (negatively) assessed is probably the 
most commonly reported source of anxiety in language learners 
(Gregersen and Horwitz 2002; Kitano 2001; Price 1991; Williams and 
Andrade 2008; Young 1990). From the viewpoint of verbal 
communication, spoken messages must carry the expression of self. 
Given the languages used, the learners, as young adults, may have no 
problem articulating their thoughts in their L1, but it could become 
challenging or difficult for them to do the same in the L2 due to such 
obstructions DV µXQFHUWDLQW\¶, µunknown linguistic and social-cultural 
norms¶, and µcomplex and non-spontaneous mental operations¶ (ibid.: 
128). With the characters of being µLQWHOOLJHQW¶ µVRFLDOly-DGHSW¶DQG
µVHQVLWLYHWRGLIIHUHQWVRFLDO-FXOWXUDOPRUHV¶ (ibid.), the sudden loss of 
communicative ability may bring them into the state of 
embarrassment or lead them to thoughts about how others will see 
them.  
The language classroom context is an environment where 
students learn and are helped to learn and aim to acquire the language. 
Frequent use of the L2 is normal practice in order to strengthen their 
language skills. It is, thus, not unusual that learners make errors or 
mistakes and are reminded of the correct forms during the process of 
learning. Undoubtedly, formal tests are also given to examine 
students¶ progress. In other words, classroom practice consists of 
such activities as learning, practice, and assessment or evaluation. 
Under these circumstances, the teacher, as the most competent user, 
is regarded as the only evaluator and continually inspects his/her 
students¶ learning development. Nevertheless, the evaluation of peers 
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(µreal or imagined¶) also exists and is very likely to be perceived and 
taken seriously (Horwitz et al. 1986: 128; see ENG01: µfeeling of being 
judged by peers¶). Since different forms of evaluation are inevitable 
and ubiquitous, a learner¶s language anxiety can increase as he/she 
perceives higher degrees of evaluation in class (Daly 1991). Arguably, 
my students were more concerned with the reactions of their 
classmates than their teacher in the learning context.  
The students making up the class perhaps also hold the clue to the 
participants¶ tension here. Mixed level classes could make differences 
quite apparent to students in terms of English proficiency. This 
classroom condition is likely to put intangible pressure on some 
students, especially the lower level ones. That is, certain students 
probably become acutely sensitive to (perceived) evaluation. As Liu 
(2008) and Su (2010) reported, their students agreed that ability 
grouping is beneficial to their emotions, i.e. by decreasing anxiety and 
pressure and increasing confidence and motivation. 
In line with Horwitz et al.¶s claim above, the less competent 
learners perhaps regard more advanced peers as judges who are so 
knowledgeable that they can instantly detect errors and evaluate 
performances. This statement seems to be supported by Liu¶s 
discovery that her lower level students particularly felt more positive 
when learning with peers with similar levels of English. One student 
participant also explained that she was more willing to speak and had 
no related fears in her general English course where ability grouping is 
employed (ENG02, Section: Afraid of negative reactions²peers). It is 
believed that, thanks to this mechanism, the non-majors expressed 
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much less concern about peers¶ evaluation even though it was one 
source of their anxiety. 
Furthermore, the only non-major respondent worrying about 
more advanced peers¶ evaluations was learning in the highest level 
class. Kulik (1992) argues that µthey may become less satisfied with 
themselves and experience a slight decline in the perception of their 
ability and self-confidence¶ (Cited in Liu 2008: 245). With this 
exceptional case, it is not difficult to imagine that certain students 
could suffer even more complicated emotions learning in the mixed 
class. Apparently, learner emotions, particularly anxiety, are 
connected to ability grouping. More research is, nevertheless, needed 
to better understand these issues as to why and how they interact.  
 Gregersen and Horwitz (2002) remark that learners with the 
three related apprehensions to FLA (see Section 2.2) are considered to 
place great importance on µthe ³appearance´ of their communication 
DWWHPSWV¶ (p. 563). This concern with the appearance of 
communication may be particularly associated with their considerable 
sensitivity to others¶ evaluations in the class. As far as the English 
majors¶ case is concerned, considering the above association, it could 
be anticipated that the students have also been concerned about 
losing µface¶ or their µSRVLWLYH image¶ in this context. It seems, on the 
other hand, that the non-majors did not worry as did their 
counterparts. 
Nevertheless, according to Dörnyei (2007 b) and Jones (2004), 
the language classroom certainly involves face-threatening risks for 
the learners as they need to communicate and interact with their 
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limited L2 proficiency. (This seems to imply that (1) the risk is so 
common that the explanation of it should not be limited to the culture 
to which the learners belong and (2) its relationship to L2 ability again 
indicates the situation-specific characteristic of FLA.) Jones (2004), 
furthermore, appears to demonstrate a close link among flawed 
performance, evaluation, and face: learners with face concerns have 
difficulty µenduring negative evaluation from their peers that may 
come as a result of their mistakes or social awkwardness¶ (p. 36). It 
could be reasoned that the more one cares about others¶ evaluations, 
the more one is (considered to be) concerned about one¶s own image. 
Apart from ability- and classroom-based considerations, the issue 
of face, culturally speaking, is especially emphasized in the social life 
of Chinese people (Hu et al. 2010; Jones 2004). They pay great 
attention to others¶ views of them in social contexts, which can 
eventually influence their self-construal. More precisely, according to 
Peng (2014), Chinese people stress the importance of protecting their 
face or positive image in public. They carefully inspect their behavior 
and peoples¶ impression of them when with others. Considering their 
other-oriented self-construal, µnegative attitudes and evaluations 
from others can impinge on one¶s [their] face and self-esteem¶ (p. 31). 
Nonetheless, as mentioned earlier, the English majors had 
relatively greater concern than the non-majors about peers¶ 
judgments in class. In other words, the mixed environment itself 
seemingly magnified the likelihood that the less proficient students 
have their disadvantages directly exposed to and examined by their 
(more advanced) peers. Apparently, this discovery implies that ability 
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grouping, the biggest difference between the two groups¶ classes, 
must moderate the connection between face protection and learner 
anxiety. It is, thus, argued that culture should not be considered µa 
universal explanation of any learning and communication behavior¶ in 
the classroom, considering its changeability (Peng 2014: 31) and the 
given context. That is, culture should not be directly taken as the only 
indicator to explain all human behavior although it undoubtedly plays 
a significant role in people¶ social lives. 
Nevertheless, there is no doubt that the culture which the 
learners embrace must have strengthened their sensitivity to others¶ 
evaluations of them as both groups of students had the same concerns 
despite the differences mentioned above. It could be, hence, worth 
studying the specific question of how the face culture of the Chinese 
affects their language learning inside and outside the classroom.  
 
Negative self-perception of L2 learning 
The self or L2 self, such as self-confidence, self-efficacy, and 
self-esteem, has been emphasized in SLA research in view of its 
significant impact on the learner¶s language learning process and 
outcome. How one sees oneself in the context seemingly determines 
whether one takes part in activities with or without concerns. Although 
the three selves above are undoubtedly associated with one another, 
the differences between them can still be seen from their definitions. 
Self-confidence concentrates on the rating of anxiety and proficiency, 
self-efficacy on the level of certainty about completing an activity or a 
task, and self-esteem on the evaluation of self-concepts. According to 
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the findings of my study, the anxious students reported a lack of 
self-confidence and self-efficacy during their participation in class. It is 
unsurprising that people who do not appreciate themselves, when 
faced with classroom situations, are very likely to feel anxious in the 
learning context.  
Concerning the participants with low self-confidence, their status 
as the most anxious and lower level students may hold a clue to their 
lack of confidence. These two characteristics directly link to the 
definition of self-confidence above (see Section: low self-confidence). 
Arguably, it is quite easy for them to realize their own English 
competence level. As testing is inevitable in classroom learning (Aida 
1994: 157), the results of each test or examination are probably able 
to inform them of their level of English. Due to their formality, students 
may take each result seriously and therefore if they usually get low 
marks, this could damage their confidence as a consequence. 
Moreover, most universities in Taiwan now require their students 
to attain a certain level of English to graduate (Her et al. 2013; Lin 
2015), so they need to either take approved English examinations 
themselves or the ones given by the institutions for the requirement. 
Explanation of what each score means in terms of proficiency level has 
usually been indicated, so they can perceive their proficiency levels 
immediately. Since the tests are official and credible, the scores could 
have a great impact on their L2 self, especially ability-specific 
confidence. That is, they will be officially recognized as either good or 
bad at English. 
Additionally, whichever class the students were in, whether mixed 
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or non-mixed ability, their self-perceived competence is likely to be 
established by their surroundings, i.e. their peers in a mixed class and 
the level attached to a non-mixed one. Students in a mixed class can 
easily observe the difference between their peers in ability and so their 
self-perceptions may be instantly affected. As Student ENG02 said, µI 
just feel that my level of EnJOLVK LV QRW EHWWHU WKDQ RWKHUV«I may 
always be only able to use easily comprehensible words when 
speaking¶. Furthermore, the level of class into which students are 
grouped directly labels them as, for example, competent or 
incompetent. This may reinforce their concept and others¶ impressions 
of how proficient they are, although placement according to level is 
considered helpful for alleviating anxiety (Liu 2008; Su 2010). 
Compared with low self-confident students, their opposites, indeed, 
µperceive themselves as being relatively competent in their English 
ability¶ (Sampasivam and Clément 2014: 24).  
 Depending upon their particular L2 learning experiences and 
environment, the students may not be able to truly familiarize 
themselves with or become used to communicating in English. It is, 
therefore, not unusual for them to feel anxious when required to use 
the language in the class. As mentioned earlier, their communication 
ability is relatively limited in the L2, hence anxiety may result when 
they speak the language (Horwitz et al. 1986). It is reasonable to infer 
that this restriction could make them unsure of themselves in the 
classroom context. Both groups of students thought that lack of 
knowledge of English language was one of the reasons for their 
anxiety in class. One participant (NE11) stated: µI mean when [I] 
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cannot completely use the most familiar thing [mother tongue] to 
speak«, [I] must feel anxiety to a certain extent¶. 
This also virtually points out that the students lack relevant 
practical experience in their daily lives, i.e. no authentic environment 
to practice English. It is, thus, predictable that a state of uncertainty 
could appear in them when communicating in English is required, 
which leads them to become nervous. The literature on anxiety and 
overseas experience shows that people having stayed in a country 
where the L2 is spoken, generally speaking, felt relatively relaxed in 
the classroom (Aida 1994; Matsuda and Gobel 2004; Onwegbuzie 
1999). Aida (ibid.) explains that previous exposure to the language, 
culture, and people possibly contributes to positive feelings in the 
learning context (p.163). This consequence appears to indicate that 
practical experience, i.e. using the L2 outside the classroom, can 
make students feel surer of themselves when using the L2 in the 
classroom. In other words, the lack of an authentic environment in 
Taiwan is perhaps one factor contributing to their lack of confidence in 
manipulating the L2. 
In addition, their classroom experience before university did not 
provide them with opportunities to strengthen their English skills, 
especially listening and speaking. 
  
Secondary school English education [in Taiwan] has 
considerably centered on test-oriented and grammar 
instructions«rather than enhancing students¶ English ability 
via a meaningful instruction RI³reading, listening, speaking, 
writing, and WUDQVODWLQJ´ (Li 2008: 19).  
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Moreover, as stated in Section 1.3, Taiwanese students are used to 
listening to their teachers¶ lectures without giving any feedback. 
Therefore, they could feel comparatively unsure in their 
communicative university English classes. To sum up, (1) L2 
proficiency is arguably the most significant factor here because the 
learning experience and environment are generally shared in Taiwan 
and (2) low self-confidence could be involved in the relationship 
between unfamiliarity and anxiety.   
 Self-efficacy could be thought of as the extended concept of 
self-confidence, but that focuses on µhow sure one is of being able to 
execute and/or accomplish a given task¶. For example, if someone 
perceives him/herself as incompetent in English and anxious in 
speaking, this may, in turn, create self-doubt in their ability to carry 
out assigned activities or tasks in the class. As most of the participants 
are lower achievers, they may have had fewer successful experiences 
than the more advanced ones along their learning journey. From the 
codes generated, the students apparently expressed no firm beliefs in 
their capability in many classroom activities. 
Bandura¶s (1997: 80) first source of efficacy explains that in order 
to establish sound self-efficacy, learners need to confront and 
overcome their difficulties and problems on the way to every success. 
Indeed, their responses seem to describe the obstacles which they 
usually encountered when participating in particular activities. I would 
argue that the students had experienced more so-called failures, i.e. 
flawed or poor performances, than successes in class. In the face of 
adversity, they might have (1) had no idea how to deal with problems, 
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(2) directly given up trying to find the solutions to them, or (3) tried to 
tackle them, but failed, in most cases. In other words, they seemed to 
have been unable to overcome obstacles to complete tasks 
successfully. Because self-efficacy, anxiety, and L2 achievement are 
consecutively negatively correlated with each other (Cheng 2001; 
Gkonou 2012; Gregersen and MacIntyre 2014: 3), it can be inferred 
that higher level students are basically relatively successful adversity 
conquerors in line with their higher self-efficacy and lower anxiety.  
Apart from personal experiences, others¶ experiences can also 
function as the booster or destructor of a person¶s efficacy. When 
seeing that peers similar to them can (not) accomplish certain tasks, 
they will (not) believe that they can do them (Bandura 1997: 87). For 
instance, µI worry about making mistakes because I think everyone 
does¶ (ENG06). In the light of the discussion above, the students may 
have fewer chances to witness their similar others¶ successes since the 
latter, also less competent students, are logically in the same 
predicament. Under the circumstances, they would find it difficult to 
robustly establish belief in their efficacy. Furthermore, it could be that 
the former only concentrate on the ODWWHU¶V flaws without assessing 
their overall performances as a whole. When one moves to higher 
levels, similar peers normally make fewer mistakes and experience 
more success and so he/she probably feels more self-efficacious. I, 
thus, assume that this second factor may work positively only on 
higher level students, such as intermediate or above, which requires 
further research. 
Moreover, from Student ENG02¶s case in the above discussion of 
 334 
 
self-confidence, I further argue that perceived differences between 
peers¶ performances may also have an effect on individual efficacy. 
Whenever lower achievers observe higher ones¶ failures and successes, 
they perhaps think that only people with their competency can make it 
or even more proficient ones do not perform well. The more similar 
students are, the more influential their failures and successes are 
(Bandura 1997: 87), but which characteristic, among the similarities, 
draws people¶s attention could be another area of investigation as the 
ability issue had commonly been mentioned by the participants and 
efficacy is clearly related to capability.  
 Others¶ comments on an individual¶s performances can play a 
powerful role in fostering or weakening self-efficacy. Although the 
words said may be the central factor, the speaker projects their effect. 
That is, the listener is likely to be verbally persuaded when the 
speaker is significant to him/her (Bandura 1997: 101). When it comes 
to classroom learning, the teacher¶s words and deeds appear to 
considerably influence the students¶ learning progress and thinking 
about life as the teacher is not only the instructor, but also the 
evaluator of the learners. 
Horwitz et al. (1986: 128) point out that students in language 
classes are continually evaluated by their teacher²the only fluent 
speaker. Furthermore, teachers in Chinese culture are given high 
status as authorities or role models for students; the latter normally 
speak only when permitted or asked to (Peng 2014: 29-30). Teachers¶ 
comments and guidance could, therefore, have a great impact on 
students¶ perceptions of their own learning or performances. Take 
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self-efficacy for example, Mills (2014: 8) emphasizes the significance 
of teachers in enhancing learners¶ beliefs in their capability to succeed 
in different tasks. As noted by Student ENG06, she fully involved 
herself in English again after consulting her teacher about her 
problems and receiving encouragement from her. In fact, both groups 
of teachers reported, for example, providing students with opportune 
support and giving positive comments on their performance to curb 
any negative emotions. Nevertheless, the students still experienced 
anxiety, partly due to their lack of self-efficacy. 
Considering this unanticipated development, I would argue that 
the students perhaps consider their peers to be comparatively 
significant others. Peers¶ evaluations may also cause apparent 
fluctuations in learning affect and emotions in a student (Horwitz et. al. 
1986: 128).  Based on my findings, the students were much more 
fearful of their peers¶ than teachers¶ negative feedback on their 
performance. Teacher NET08 explained that, from the psychological 
perspective, students of their age are particularly sensitive to their 
peers¶ views of them. As Student ENG08 responded, µI am just afraid 
that they wonder why I speak so poorly and the like because we study 
in the same class after all¶. 
 When people face different situations, their physical and 
psychological reactions are virtually the most accurate measures 
indicating their perceptions of them. It is unsurprising that Bandura 
(1997: 106) identifies µphysiological and affective states¶ as the fourth 
source of self-efficacy. Nonetheless, there is mutual influence between 
the states and perceived efficacy since it is also noted by Bandura that 
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one¶s emotion during a task can be affected by his/her efficacy beliefs. 
Furthermore, different studies, as mentioned earlier, have revealed 
the negative correlation between L2 self-efficacy and learner anxiety 
(Cheng 2001) and that learners¶ lack of efficacy beliefs contributed to 
their learning anxiety in the L2 classroom (Gkonou 2012). 
In the light of this, Bandura¶s causal relationship above is 
probably better interpreted as an accumulative effect here. The 
development of FLA delineated by MacIntyre and Gardner (1989: 272) 
and MacIntyre (1999: 30-1) may provide the context. Difficulties are 
inevitable at the beginning of language learning. A state anxiety could 
begin if learners start to react to these experiences anxiously. When 
their state anxiety repeatedly occurs, they start to link it to the L2. 
This association leads to their expectation of feeling anxious in the 
relevant contexts, i.e. FLA. As far as L2 self is concerned, their low 
self-efficacy could start from the formation of this connection because 
they are likely to instantly relate their anxieties to the inadequacy of 
their L2 ability. Their high anxiety in activities or tasks can then have 
a cumulative, recursive negative impact on their self-efficacy. 
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Figure 6.1 The formation of FLA and self-efficacy 
 
 
 Aside from these, µcomparison with peers¶ is another L2 self 
related source of anxiety reported by the students. This behavior 
could be quite normal in the language classroom because learners 
need to continually address different classroom situations in the L2. 
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further, are given the opportunity to reflect on that of their own one. A 
student¶s response suggests this: µbecause I feel that my peers in 
class are all very competent, I myself feel that I speak disjointedly 
every time I speak¶ (ENG08). 
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(Yan and Horwitz 2008). In line with the former, my participants 
perceived themselves as inferior to their peers in English ability after 
seeing their classmates¶ performances either inside or outside the 
class. That is, they observed a competence gap between themselves 
and their peers and estimated their English proficiency levels through 
the mechanism of comparison. 
Nevertheless, the English majors appeared more sensitive to the 
above source than the non-majors, according to the respective 
frequencies of the sub-category (E: 16; N: 2). It could be argued that 
the difference is attributable to the types of classes stated earlier 
where the respective groups learn. Due to the characteristics of mixed 
ability groups, the gaps in ability becomes so apparent that the 
students can be easily aware of them subconsciously, making instant 
comparisons between their and others¶ performances. However, in the 
case of same level classes, the situation is relatively mild. 
In addition, Chinese people consider the self to be µother-RULHQWHG¶
and µdefined by the surrounding relations¶ (Gao 1998: 164; Peng 2007: 
251). The students¶ comparison behavior could be part of the 
formation process of their individual self. That is, they can position and 
understand themselves better through the procedure of comparison. 
It is explained by Sun (1991) that µan individual self [in Chinese 
society] is incomplete and needs to be understood in relation to the 
other party¶ (cited in Peng 2014: 30-1). In other words, solidarity and 
social belongingness, through keeping a low profile for instance, are 
often endorsed by people believing in other-directed self-construal 
(ibid.: 31). 
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Take English majors¶ mixed classes for example, when some 
students felt themselves inferior at English to their peers, they could 
feel conspicuous and have no sense of belonging as the better 
performers are perhaps the only people about whom they are 
concerned. Their self is possibly reshaped into a low state, e.g. low 
self-confidence/-efficacy, as a consequence. By contrast, the 
non-majors¶ situation apparently produces scenes of consistency and 
harmony in terms of the level distribution in their classes. Put simply, 
the cultural belief above makes students inclined to be less assertive 
or act more or less the same as the others in class (ibid.). 
It is arguable that the belief and the source could have 
simultaneously triggered the students¶ µherd behavior¶. Their anxiety 
may be associated with their pursuing the same level of performance 
as the better others without considering their own progress, due to 
their fear of being left behind. As Student NE04 responded, µmaybe in 
comparison to the more competent peers, I just feel that other 
classmates all speak very fluently and I should also do the same as 
well¶. This extended behavior requires further research as she was the 
only one to mention this. 
 
6.1.3 RQ 3: What effects does feeling anxious have on the 
students? 
 This study adopted interview, not experiment, observation, or 
survey, as conducted in previous research, to examine the above 
question. I once worried that the students might have few comments 
on the impacts. However, the data collected revealed numerous 
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findings covering the dimensions of affective, cognitive, physical, and 
social effects (Gregersen and MacIntyre 2014: 6-8). This means that 
the learners themselves are able to demonstrate their sensitivity to 
and perception of the changes in them.  
The table below compares and contrasts the effects of anxiety of 
English major and non-major students in their English classrooms.  
 
Table 6.3 Comparison and contrast between English and non-English 
majors regarding the effects of anxiety 
Major English 3/2 Non-English 
 
(
S
u
b
-)
 T
h
e
m
e
s
 
1. Classroom 
dynamics: avoidance 
 1. Classroom 
dynamics: avoidance 
a. Avoidance of 
classroom activities 
3 a. Avoidance of 
classroom activities 
b. Avoidance of 
unfamiliar peers 
3 b. Classmate 
avoidance 
c. Avoidance of 
advanced peers 
3 c. Avoidance of 
advanced peers 
d. Teacher avoidance 3 d. Teacher avoidance 
e. Avoidance of native 
English teachers 
2  
f. Avoidance of 
English native 
speakers 
 
 
2  
2. Poor speaking 
performance 
 2. Poor speaking 
performance 
a. Poorly-displayed 
speech contents 
3 a. Poorly-displayed 
speech contents 
b. Poor performance 
in speaking skills 
3 b. Poor performance 
in speaking skills 
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3. Self-disapproval 
thoughts 
 
 3. Self-disapproval 
thoughts 
a. Self-deprecating 
cognition 
3 a. Self-deprecating 
cognition 
b. Self-questioning 
cognition 
 
2  
4. Being propelled to 
work harder 
3 4. Being propelled to 
work harder 
Note. 3: same/similar; 2: different 
 
Within this table, I have listed the representative themes and their 
sub-themes of the effects on the students, and illustrated the results 
from the comparisons and contrasts between them with the 
marks²tick (3: same) and cross (2: different).  
 Table 6.3 shows a high degree of similarity between the two 
groups of students¶ responses to the effects of anxiety on them in the 
learning process. This result may be unsurprising, considering the 
nature of anxiety itself. Spielberger (1983: 1) explains that µanxiety is 
the subjective feeling of tension, apprehension, nervousness, and 
worry associated with an arousal of the autonomic nervous system¶. 
Since the system controls a person¶s physiological functions, 
psychological states can manifest themselves in subconscious 
behavior (Gregersen 2007: 210). The effects of anxiety could be, 
therefore, more or less the same for most people. 
Both groups of students reported trying to avoid participating in 
anxiety-provoking activities or tasks and interacting with the people 
involved or those considered threatening. Many researchers also 
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discovered evasion related behavior in their anxious learners (Ely 
1986; Gregersen 2005; Horwitz et al. 1986; Liu and Jackson 2008), 
but attention is mostly paid to their avoidance of classroom situations 
and/or the class itself. However, the students in this research not only 
spoke about their peers and teachers, but also pointed out specific 
types of them. It seems to me that they had relatively stronger 
resistance reaction to certain people in the classroom. 
Whether the students were majoring in English subjects, they 
were all also aware that their anxious feelings did have a negative 
impact on their articulation and presentation in English, ranging from 
the ordering of subject content to the pronunciation of words. 
Macroscopically speaking, L2 learners with higher degrees of FLA are 
shown to make poorer L2 oral performances (Horwitz et al. 1986; 
Phillips 1992). Microscopically speaking, simplification and 
descriptiveness are the two main characteristics observed in anxious 
learners¶ oral presentations, such as less content, less complex 
sentences, and lack of fluency (ibid.; ibid.; MacIntyre and Gardner 
1994). Eysenck (1979) and MacIntyre and Gardner (1994) explain 
that feeling anxious can generate thoughts unrelated to task in hand, 
which can then negatively influence the retrieval of the knowledge 
required for the task, which, in turn, lowers the quality of the 
performance. From these results and discussion, keeping calm may be 
the key to maintaining appropriate cognitive functioning for L2 
development and performance. 
Moreover, the students in both majors shared the same 
experience of self-disapproval in connection with their anxiety. There 
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has been little into this in anxious learners. The lack of relevant 
OLWHUDWXUHFRXOGEHPDLQO\DWWULEXWHGWRWKHIDFWWKDWµWDFLWNQRZOHGJH¶
is hardly visible unless it is spoken. Compared with the methods 
previously used, interviews in this study solved this problem by 
allowing me to (1) investigate and prompt unobservable things (see 
Patton 1990: 278), HJµIHHOLQJVWKRXJKWVDQGLQWHQWLRQV¶LELG(2) 
SUREH DQ LQWHUYLHZHH¶V µWKRXJKWV SUHMXGLFHs, perceptions, views, 
IHHOLQJV DQG SHUVSHFWLYHV¶ DQG  REWDLQ KLVKHU µYHUVLRQV and 
accounts RIVLWXDWLRQV¶(Wellington 2000: 71). Although the effect of 
self-disapproval appears to be overlooked, its traces can be found in 
Bandura¶s (1997) fourth source of self-efficacy (see Section 2.3) and 
Eysenck¶s (1979) anxiety related cognitive dysfunction (see Section 
2.4.3). 
Despite these negative effects, they simultaneously perceived 
that they were propelled to work harder by anxiety to some extent. 
Specifically, the arousal of anxiety made them use their initiative and 
realize what their drawbacks were and want to improve. Whether FLA 
is debilitating or facilitating normally depends on the quality of an 
anxious learner¶s L2 performance (Young 1991b: 58). Considering the 
findings of this study, anxiety could be considered facilitative when 
positive affect is triggered in the learners during their learning process. 
Among these effects, I discuss themes one and four in the following 
sections.  
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Classroom dynamics: avoidance 
L2 learning in the classroom involves interaction between peers, 
peers and teacher, and the environment itself. In the light of the 
FLCAS/ELCAS, every interactional situation has the potential to trigger 
anxious feelings in learners. It seems that avoidance is the most 
common and instant behavioral reaction to discomfort. As far as my 
participants are concerned, their avoidance behavior is quite 
pervasive and subtle as it involves not only the situation, but also the 
people in each context. 
In terms of classroom participation, the literature shows that 
when students feel highly anxious, they do not tend to take risks and 
are unwilling to communicate in class (Ely 1986; Yan and Jackson 
2008). More seriously, they are likely to skip classes or delay 
submitting their assignments (Horwitz et al. 1986: 126), or even µGURS 
out of language learning¶ (MacIntyre and Gregersen 2014: 3). 
Fortunately, no students in this study shared these experiences with 
me, one reason for which may be that their course is compulsory. 
Concerning interpersonal interactions, apart from an 
unwillingness to communicate, the arousal of anxiety also imposes 
serious constraints on the learners¶ sociability in class (Ely 1986; Yan 
and Jackson 2008). Furthermore, it has specifically been found that 
anxious students prefer seats at the back (Horwitz et al 1986: 130) 
and have less eye contact with their teacher (Gregersen 2005). Some 
of my participants, coincidentally, reported having the same behavior 
as this.  
 Although avoidance behavior appears to be a natural reaction to 
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anxiety, I would argue that the situations and the people themselves 
are not the main µtargets¶ which the students in question seek to 
escape. It is the perceived sources of anxiety which they try to avoid 
because their concerns trigger the µchain effect¶, comprising the cause, 
the setting, and the effect. For instance, one feels anxious when 
working with unfamiliar peers because one is afraid of negative 
reactions from them. One, thus, decides to keep quiet during group 
discussions (see ENG08: µavoidance of unfamiliar peers¶). In other 
words, if a learner is not afraid of negative reactions, one will surely 
join in the discussion and be at ease. 
In addition, avoidance itself could be symbolic of a shield which 
protects anxious learners from µharm¶ in this context. As long as they 
do not take risks or are unsociable or unwilling to communicate, they 
will be spared from anxious concerns, especially of showing their 
disadvantages or weaknesses in public and being reminded of their 
incompetence in the L2²whether real or self-perceived. Take face 
protection for example, Liu (2001: 204) explains that  
 
Growing up in such a collective culture, Asian students tend 
to care more about their Mianzi [face] as their public image, 
and they tend to withdraw whenever they feel a threat to 
their Mianzi. Refraining from speaking up in class is therefore 
one of the strategies [instant reactions] Asian students 
employ [have] to save face, or maintain their Mianzi.  
 
In view of this, it is essential to accurately recognize what learners are 
avoiding when the effects caused by anxiety are discussed. Otherwise, 
this behavior will persist if the situations are seen as the main culprit.  
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Being propelled to work harder 
 This theme is the only positive effect of anxiety reported by both 
groups of students. In other words, the impacts of anxiety on their 
learning were generally perceived as negative. As stated by Jones, 
learners are likely to feel either debilitating or facilitating anxiety (also 
mentioned by Student NE05), but the former appears to be relatively 
more common (2004: 31). Specifically, it is agreed that high levels of 
anxiety correlate with low levels of learning (Gregersen and MacIntyre 
2014: 1; Horwitz 2008:9; MacIntyre and Gregersen 2012: 103). In 
fact, there is little in the literature on facilitating language anxiety 
itself, perhaps because: (1) the extent to which anxiety is considered 
facilitative is still not clearly defined and (2) quantitative data are 
usually collected and analyzed to examine the relationship between 
FLA and L2 learning.  
Regarding the first, I suggest that the focus may also need to be 
on the learners themselves when the two types of anxiety are 
discussed. The language performance of an anxious learner, as 
mentioned earlier, seemingly determines the function of his/her 
language anxiety. 
 
A good performance«depends on enough anxiety to arouse 
the neuromuscular system to optimal levels of performance, 
but, at the same time, not so much that the complex 
neuromuscular systems underlying these skills are disrupted 
(Scovel 1991: 22).  
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Nevertheless, considering Student NE05¶s remarks (see Section 
4.2.3.4) and Teacher NET08¶s (see Section 5.2.3.3), I started to 
wonder which²anxiety itself or the learner²should be emphasized if 
the aim now is to define the positive and negative aspects of anxiety. 
From the viewpoint of individual differences, I would argue that each 
individual¶s anxiety-bearing ability should not be ignored in the 
discussion of this issue. That is, the ability to bear stress can vary 
between individuals. Some people can bear a high level of anxiety and 
carry on with their work, whereas others cannot. This way of thinking 
is perhaps a new approach to explain and interpret the type of anxiety 
that a learner is experiencing. How to evaluate individual 
anxiety-bearing ability is another question to be studied.  
Concerning the second reason, the association between anxiety 
and achievement is usually deduced from statistical results, and the 
correlation is generally negative. Although this seems to be supported 
by my study, considering the SDUWLFLSDQWV¶ English abilities, the 
interviews revealed the existence of facilitative anxiety as part of the 
students¶ learning process. Facilitative anxiety is, as previously stated, 
normally defined in relation to improved performance. Nevertheless, 
the same kind of anxiety in this research recognized the increased 
positive affect toward learning due to the arousal of anxiety. This 
detailed finding is unlikely to emerge from related quantitative studies, 
but only through the advantages of the interview as a research 
method. There appears to be no doubt that high levels of anxiety can 
lead to poor learning outcomes, but this does not mean that the 
anxiety trigger must negatively influence every aspect of learning in 
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class. I, therefore, argue that whether anxiety is considered helpful or 
harmful should also take the process of learning into consideration, 
not only the results of learning.  
 In addition, the students who reported wanting to make 
improvements after experiencing anxiety in a particular situation gave 
the impression of still being motivated and optimistic about their 
learning. Although they did not deny the negative impact of anxiety on 
their performances in class, most of them thought that the onset of 
anxiety indicated the inadequacy of their ability and made them 
realize what needed to be improved.  
 
When getting anxious, you know what you feel anxious about; 
you will feel that you yourself are perhaps still, in fact, 
incapable. Then,«, mean [you] may recall the previous 
embarrassing situation, and [tell yourself] that the same 
situation must not happen again. What I can do is just try to 
urge myself to work harder (ENG02).  
 
Furthermore, it was found that the English majors who felt 
demotivated due to anxiety had not expressed any intention/desire to 
improve themselves. This supports the claim at the beginning of this 
paragraph. There is no way to make the same comparison in the 
non-English majors¶ data since no one in this group expressed 
demotivation as an effect of anxiety. It could be presumed that these 
students are still motivated at least to some extent. 
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6.1.4 RQ 4: How do the students cope with feelings of anxiety? 
 Most of the students had employed some strategies to deal with 
their language anxiety at different times inside or outside the 
classroom. This maybe leads people to the thought that their tactics 
must be multifarious to some extent. However, the table below has 
presented almost all the coping methods used for the alleviation of 
anxiety. It seems that these strategies are so common and predictable 
that the students impressed on me the limited development of their 
coping tactics for learning anxiety. This could be partly attributed to 
the fact that they have no spare time to deal with anxiety during class 
(ENG08; ENG09) or it does not continue after the activity or class 
(ENG08; NE04; NE09; NE11).   
Table 6.4 below compares and contrasts the coping tactics for 
anxiety of English major and non-major students in their English 
classrooms. 
 
Table 6.4 Comparison and contrast between English and non-English 
majors regarding coping tactics for anxiety 
Major English 3/2 Non-English 
 1. Relaxation 
techniques 
 1. Relaxation 
techniques 
a. Doing leisure 
activities 
2  
b. Refreshing 
physiological 
functioning 
2  
c. Releasing 
psychophysical 
tension 
3 c. Releasing 
psychophysical 
tension 
d. Positive self-talk 3 d. Positive self-talk 
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e. Positive thinking 2  
2. Gaining support 
from others  
 2. Gaining support 
from others 
a. Gaining positive 
feedback from peers 
3 a. Gaining positive 
feedback from peers 
b. Chatting with 
someone 
3 b. Chatting with peers 
c. seeking help from 
peers 
3 c. Seeking help from 
peers 
3. Readiness for 
activities 
 3. Confrontation with 
anxious situations 
a. Problem-preventing 
strategy for 
presentations 
2 a. Direct 
confrontation 
b. Preparation 2 b. Problem-solving 
strategy use 
Note. 3: same/similar; 2: different 
 
Within this table, I have listed the representative themes and their 
sub-themes of the strategies adopted by the students, and illustrated 
the results from the comparisons and contrasts between them with 
the marks²tick (3: same) and cross (2: different).  
 As the table above shows, the students implemented almost the 
same coping strategies as each other. The main difference was in the 
problem tackling related strategies. There is very little in the literature 
investigating how anxious learners cope with foreign language anxiety. 
Compared with the findings of the existing studies (Kondo and Yang 
2004; Marwan 2007; Wei 2013), this research appears to display 
more detailed categorization of the reported strategies. The latter, 
nevertheless, consist partly of the former. 
Regarding the similarities, it is not surprising to be informed of the 
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use of relaxation techniques for dealing with nervousness by the 
students of both majors. This method was also reported by the above 
scholars¶ participants as one of their coping strategies. As mentioned 
earlier, anxiety itself is associated with the arousal of the autonomic 
nervous system (Spielberger 1983) and neuromuscular system 
(Scovel 1991). It is, therefore, necessary for those experiencing 
anxiety to readjust their physical and psychological functioning in 
order to release the disorder of these two systems and achieve 
emotional balance. 
As can be seen, the English majors used relatively more 
relaxation techniques than the non-majors. The former¶s first strategy 
mainly tackles their anxiety in individual learning after class. Moreover, 
both groups adopted deep breathing and self-consoling with positive 
words when feeling anxious during classroom activities. Only one 
student (ENG04 from English department) positively reshaped his 
thinking about encountering difficulties in English learning by 
reflecting on his L1 learning experience, i.e. µSRVLWLYH thinking¶ (also 
revealed by Kondo and Yang 2004; Marwan 2007; Wei 2013). This 
perhaps reminded him that having problems is simply part of the 
learning process.  
Apart from these µself-rescue¶ strategies, both groups of students 
also turned to their peers for help with their emotional problems when 
in class. This strategy use may seem questionable as the students, 
generally speaking, are fearful of receiving their peers¶ negative 
judgments. Although further research is required to understand this 
apparently paradoxical behavior, the students certainly tried to make 
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use of their surrounding resources to instantly help themselves. It is 
normal that students usually prefer to sit or form a group with their 
close friends or familiar peers. Consequently, these are the peers 
whom they probably turn to for help, hence the students¶ strategic 
action becomes reasonable in the above situation. They considered 
these people to be relatively reliable and understanding. 
As for the strategies themselves, each seemingly tries to alleviate 
the students¶ anxiety in different ways. µGaining positive feedback¶ 
here functions as a medium of confirmation. From their responses in 
the interviews, it seems that they wanted to assure themselves of 
their social belongingness and the maintenance of their positive image 
(see Sections 4.1.4.2 and 4.2.4.2). These two concepts, as discussed 
in Section 6.1.2, play significant roles in the fluctuations of learning 
anxiety. The students also liked to have a quick chat with their 
classmates if their anxiety was roused. They either talked about 
irrelevant topics or shared their nervous feelings in conversation. 
These two behaviors probably serve two main functions: (1) they shift 
attention to irrelevances (Student ENG01) and (2) impede the 
accumulation of smoldering anxiety. 
Moreover, when facing difficulties or problems during activities, 
they instantly asked their peers to help them out so as not to keep 
themselves enmeshed in their predicament. They apparently 
considered solving their problems as a first priority and their peers to 
be the people who could offer the support needed. That is, once the 
barriers were removed, they could carry out the activities unfettered. 
It has been reported that Japanese (Kondo and Yang 2004), 
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Indonesian (Marwan 2007), and Chinese (Wei 2013) university 
students also tried to mitigate their English anxiety by seeking support 
from their peers. Less so the Japanese, the Indonesian and the 
Chinese were mostly found to employ this tactic. 
Because the Japanese students were asked to share the 
strategies they used from junior high school to university, it is likely 
that the strategies provided might only link to one period of time. This 
is considered as one reason for the difference in the research findings 
from the other two studies. Nevertheless, my study produced the 
same result as Marwan¶s (2007) and Wei¶s (2013). Because 
cooperative learning is generally promoted in tertiary education, 
students probably become accustomed to making use of support from 
one another.  
As for the dissimilarities, it appears that the two groups of 
students took different approaches when on their own and faced with 
problems during classroom activities. The English major students 
tended to prevent potential problems (in presentations), but the 
non-majors seemingly preferred to keep their wits about them. More 
precisely, the former were aware of their difficulties and tried to adopt 
different ways to approach presentations or the class. The latter did 
not, however, think of solutions until (their) problems appeared. 
Concerning the differences found between the two groups, their 
respective majors may offer the explanation. As English majors, they 
spend relatively more time with English and so have more 
opportunities to realize any difficulties and think of feasible 
precautions to cope with them. For non-majors, English is only a 
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subject unrelated to their specialties, so they may not consider their 
English learning so carefully. They, thus, adopted the attitude of 
keeping their wits about them. (Although µpreparation¶ was also 
generated from the non-majors¶ data, only one student (NE05) 
provided relevant information.) Moreover, according to Kondo and 
Yang (2004) and Wei (2013), µpreparation¶ was the most popular 
strategy used to deal with anxiety. Among the three studies cited 
above, only Wei mentioned µproblem solving¶ as one coping strategy of 
his students¶, but it was finally excluded due to few users. Since these 
researchers only investigated their students¶ coping strategies, I 
argue that their students, without recalling their anxious situations, 
might only be able to share general strategies (c.f. my study). That is, 
their students would not carefully think about how they coped with 
anxiety in certain specific and troubling classroom situations.  
 
Reflections on the strategies employed 
 The coping strategies revealed by several studies seem to overlap 
with one another, and it appears that all relate specifically to anxious 
situations only. I argue that these students were not consciously 
aware of the sources of their own anxiety. They always referred to and 
attempted to merely treat the symptoms, but not the root causes of 
their anxiety, i.e. what I call µsurface tackling¶. I suggest that they 
should deal with their anxiety the other way around, i.e. µdeep 
tackling¶, if they want to get rid of or mitigate their anxiety effectively. 
Otherwise, they may find that they unceasingly address their anxiety 
in class as one source could provoke anxiety in several classroom 
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situations. This perhaps explains Kondo and Yang¶s (2004) result that 
the frequencies of the reported strategies did not significantly 
correlate with the degrees of FLA. 
Furthermore, the effectiveness of the strategies identified is still 
not known. It is, nevertheless, arguable that overlapping or popular 
strategies should not be considered as necessarily effective in 
dispelling anxious feelings. Of course, such tactics may be effective in 
certain situations. However, their effectiveness becomes uncertain in 
the view of the above argument. As far as my study is concerned, the 
students still experienced high levels of anxiety in their English classes, 
even though they reported using various coping strategies to 
overcome their anxious emotions.  
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6.2 Research question specific to teachers 
 The overlapping percentages, macroscopically speaking, were 
quite high in the raw comparisons of the themes generated from the 
data of the students and teachers of the respective majors. There was 
71% overlap between the English majors¶ and their teachers¶ themes; 
there was 77% between the non-majors¶ and their teachers¶. Both 
groups of teachers were believed to be sensitive to the issue since the 
significant items were all included in the overlapping themes. 
 
6.2.1 RQ 5: To what extent are teachers aware of students¶ 
anxiety and how do they deal with it? 
 As there are two sets of comparisons and contrasts between the 
English majors and their teachers and the non-majors and their 
teachers, this question will be developed in two sections for each 
group. Furthermore, due to the similarity of the coping strategies used 
by both groups of teachers, their strategies are then discussed 
together in the other section.  
 
6.2.1.1 The English majors¶ and their teachers¶ perceptions of FLA 
 This section has three subsections, devoted to the three main 
aspects of anxiety²situation, source, and effect.  
 
Situations of anxiety 
 There were, generally speaking, no huge differences between the 
themes generated from the students¶ and teachers¶ interview data. 
Nevertheless, the students seem to describe certain situations in more 
detail, e.g. µwhen the teacher wants me to answer an open-ended 
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question¶ (ENG08). There is no doubt that those with personal 
experience of specific anxiety-causing situations would be able to 
provide more specific information. It is still reasonable to assume, 
however, that the teachers were sensitive to the anxious situations of 
their students to a certain extent.  
Table 6.5 below compares and contrasts the anxiety situations 
perceived respectively by the English major students and their 
teachers in their English classrooms.  
 
Table 6.5 Comparison and contrast between English majors and their 
teachers regarding the situations of anxiety 
English 
Major 
Student 3/2 Teacher 
 
(
S
u
b
-)
 T
h
e
m
e
s
 
1. Exposure in class  1. Exposure in class 
a. Spontaneous 
speaking in class 
3 a. Spontaneous 
speaking in class 
b. Speaking on stage 3 b. Speaking on stage 
c. Awareness of oral 
performance 
problems 
3 c. Awareness of oral 
performance 
problems 
2. Learning in class: 
unpredictability 
 2. Learning English in 
a formal classroom 
a. Unexpected 
incidents 
 
2 a. English tests 
b. Unknown 
consequences/ 
results 
2 b. Competitive 
activities 
 2 c. Time-limited 
preparation 
3. Working with 
others different from 
me 
3 d. Working as a group 
 
 358 
 
a. Working with 
advanced peers 
2 
b. Working with 
unfamiliar peers 
2 
Note. 3: same/similar; 2: different 
 
Within this table, I have listed the representative themes and their 
sub-themes concerning the perceived anxious situations, and 
reported the results from the comparisons and contrasts between 
them with the marks²tick (3: same) and cross (2: different).  
 The teachers and students, as can be seen, have fairly different 
perceptions of anxious situations in class. In terms of common areas, 
the students had themselves found feeling anxious in speaking related 
activities, particularly µbeing called on to speak¶ and µspeaking on 
stage¶. Due to the natures of exposure and performance of the above 
activities, it seems reasonable that the teachers will have observed 
and realized the greatest concerns of their students (and most 
language learners) in the class. 
Both groups of participants (teachers of English majors and their 
students) also reported that learner anxiety could occur in the 
situation of working in groups. When inspected carefully, the codes in 
each theme had discussed different social issues. Although they both 
indicated other group members as the problem, the students 
seemingly pointed to their status, whereas the teachers indicated 
students¶ negative impressions of certain peers. Teachers might have 
heard their students complain about another member¶s undesirable 
acts during the group work. However, it could be difficult for the 
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teachers to understand how group members interpreted the 
relationships between each other. 
I would argue that the situations reported by both students and 
teachers are common and normal in group work, especially when 
students are grouped by their teacher for classroom activities. As 
Teacher ET05 pointed out, µ«because teachers are in charge of 
lecturing only. [It is difficult for them to know] those personal issues. 
Grouping seems very easy, but, in fact, there are many problems in it¶. 
Indeed, the situations described by the students are also based on the 
context of being grouped by the teacher.  
 As for the differences, the students expressed their concerns 
about confronting the situations which they had not anticipated and 
the unknown consequences of their imperfect performances in class. 
Although these two sub-themes were also generated from the 
teachers¶ data, the teachers failed to provide such detailed 
unpredictable situation data as the students. Considering the excerpts 
provided in Section 4.1.1.2, their insensitivity may, arguably, be 
attributed to such factors as (1) only the students could say what was 
truly unexpected for them and (2) failing to perform well may be 
tolerated by the teachers, but the students could have taken a 
different view. It is, nevertheless, also possible that the teachers had 
(unconsciously) classified specific situations into general, 
representative ones. For example, µspeaking poorly¶ (Teacher ET01) 
probably include situations like µforget my prepared stuff in the oral 
test¶ (Student ENG02). 
Additionally, the teachers appeared relatively sensitive to their 
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students¶ anxiety about formal classroom learning. Although they did 
not particularly speak of whether their students liked or disliked their 
classes, they had found that the latter responded negatively to the 
µroutines¶ in a language class. There seems to be no doubt that 
students feel anxious about or in taking tests because the results 
directly influence their academic performance for the course. 
Furthermore, they need to complete their tests within a limited period 
of time. Ohata¶s (2005) teacher participants also recognized that 
language tests were definitely one of the anxiety-evoking situations 
for students. 
Moreover, their students were observed to experience anxiety 
during their preparation for forthcoming activities in class. Because 
the length of preparation time is usually controlled, they needed to do 
their best to get themselves ready within the time given. Time 
pressure is, therefore, inevitable, especially when the time given is 
considered insufficient or shorter than usual. The teachers also 
reported that their students become tense when participating in 
competitive activities. Nonetheless, these are normally designed to 
make the class fun and motivate the students to learn. The English 
major students in my study also revealed their anxiety in the 
situations of test taking and preparing for classroom activities.  
 
Sources of anxiety 
Considering the respective lists of themes and the table below, 
the teachers are believed to have demonstrated sensitivity to the 
sources of their students¶ anxiety, for it appears that they were aware 
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of the significant concerns of the latter. Table 6.6 below compares and 
contrasts the sources of anxiety reported respectively by the English 
major students and their teachers in their English classrooms.  
 
Table 6.6 Comparison and contrast between English majors and their 
teachers regarding the sources of anxiety 
English 
Major 
Student 3/2 Teacher 
 
(
S
u
b
-)
 T
h
e
m
e
s
 
1. Concern about 
peers¶ judgments 
 1. Concern about 
peers¶ judgments 
a. Afraid of negative 
reactions²peers 
3 a. Afraid of negative 
reactions²peers 
b. Afraid of negative 
reactions²unfamiliar 
peers 
3 b. Afraid of negative 
reactions²unfamiliar 
peers 
c. Afraid of negative 
reactions²advanced 
peers 
2  
d. Feeling of being 
judged by peers 
 
2  
e. Feeling of being 
judged by unfamiliar 
peers 
2  
f. Peers¶ unpleasant 
behaviors 
2  
g. Face concerns 3 c. Face concerns 
2. Negative 
self-perception of L2 
learning 
 2. Negative 
self-perception of L2 
learning 
a. Low self-confidence 3 a. Low self-confidence 
b. Low self-efficacy 3 b. Low self-efficacy 
a. Comparison with 
classmates 
 
 
3 c. Comparison with 
classmates 
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3. Individual 
differences: learning 
behaviors 
 3. Poor relationship 
between group 
members 
a. Learner beliefs 2  
b. Learner habits  2 
Note. 3: same/similar; 2: different 
 
Within this table, I have listed the representative themes and their 
sub-themes of the given attributions, and revealed the results from 
the comparisons and contrasts between them with the marks²tick (3: 
same) and cross (2: different).  
Apparently, the teachers were well-informed about their students 
being concerned with their peers¶ reactions to their performance or 
projecting a positive image while they are involved in classroom 
activities. As the teachers had also been language learners and shared 
the same culture as the students, it is not unexpected that the 
teachers were able to detect the relevant fears or worries of the 
learners. The students¶ low self was also suggested to negatively 
impact on their emotions in different learning situations. The same 
issues emerged, such as µlack of confidence¶ and µlow self-esteem¶, 
when eight university teachers in Taiwan shared with Liu (2012) their 
views on students¶ FLA. The current teacher participants further 
noticed that student anxiety was triggered by the competence gap 
which they found after making comparisons with others. These 
problems were, meanwhile, revealed in the interviews by the student 
participants themselves.  
 However, the teachers did not mention any relevant causes to the 
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students¶ learner beliefs or learning habits. Because these come from 
inner thoughts and personal actions, they may be difficult to detect if 
not displayed or spoken about directly. This suggests that teachers 
should also take notice of students¶ related behavior. If these are not 
helpful for their language development, they should offer prompt and 
proper guidance. Concerning the issues of group members, as stated 
earlier, although both teachers and students identified working in 
groups as an anxious situation, their stories told were different from 
each other. The students attributed the very situation mainly to their 
fear of negative comments from their advanced or unfamiliar peers. 
 
Effects of anxiety 
 There is, broadly speaking, only one difference between the total 
themes generated from the respective groups¶ data, that is to say, the 
teachers did not mention discovering the effect of self-deprecation in 
their students. Table 6.7 below compares and contrasts the selected 
effects of anxiety unveiled respectively by the English majors and their 
teachers in their English classrooms.  
 
Table 6.7 Comparison and contrast between the English majors and 
their teachers regarding the effects of anxiety 
English 
Major 
Student 3/2 Teacher 
 
(
S
u
b
-)
 T
h
e
m
e
s
 1. Classroom 
dynamics: avoidance 
 1. Classroom 
dynamics: avoidance 
a. Avoidance of 
classroom activities 
3 a. Avoidance of 
classroom activities 
b. Avoidance of 
unfamiliar peers 
3 b. Classmate 
avoidance 
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c. Avoidance of 
advanced peers 
3  
d. Teacher avoidance 3 c. Teacher avoidance 
e. Avoidance of native 
English teacher 
2  
f. Avoidance of 
English native 
speakers 
2  
2. Poor speaking 
performance 
 2. Alteration of 
psychophysical 
conditions 
a. Poorly-displayed 
speech contents 
2 a. Acts against 
classroom 
conventions 
b. Poor performance 
in speaking skills 
2 b. Facial expression 
 2 c. Consulting teacher 
about their work 
 2 d. Demotivation 
 2 5. Perception of unfair 
treatment 
3. Self-disapproval 
thoughts 
  
a. Self-deprecating 
cognition 
2  
b. Self-questioning 
cognition 
 
2  
4. Being propelled to 
work harder 
3 4. Being propelled to 
work harder 
Note. 3: same/similar; 2: different 
 
Within this table, I have listed the representative themes and their 
sub-themes of the effects on the students, and demonstrated the 
results from the comparisons and contrasts between them with the 
marks²tick (3: same) and cross (2: different).  
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 In line with the students¶ avoidance behaviors, the teachers 
noticed that the anxious students tended to escape participating in 
(speaking related) activities and interacting with their classmates and 
teachers in class. Nevertheless, they also shared with me some 
additional situations which were relevant, but not mentioned by the 
students. For instance, some students might even skip class and not 
complete assignments or tasks (Horwitz et al. 1986: 126; Teacher 
ET03). The same teacher further pointed out that they rarely turned 
up for tutorials, let alone had less interaction with her after class. 
Although she was not responsible for the current student participants, 
these experiences were worth illustrating as references to the coKRUWV¶ 
avoidance behavior.  
Moreover, the students were conscious of how their anxiety 
negatively influenced their speaking and presenting (in English). The 
teachers were quite sensitive to the above effects on their students, 
which are arguably the most apparent indicators of anxiety for 
language teachers. I, nonetheless, presented the theme of µalteration 
of psychophysical conditions¶ in the table as some of the sub-themes 
were interesting and not reported in previous studies. Apart from 
inhibiting behavior like lowering head and stiff sitting posture 
(Gregersen 2005), the teachers also discovered changes in the 
anxious students¶ facial expressions. Although they seemed to have 
difficulty depicting their faces in words, it is surprising that the 
teachers had made such detailed observations. 
Furthermore, they found it interesting that some anxious 
students came to them as a matter of urgency to consult them about 
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their learning or poor performance. It may be that those learners had 
anxiety-related characteristics like being perfectionists, having higher 
academic expectations, low self-perceptions, or a personality that 
tends to worry. More importantly, I argue that the teachers 
themselves were not the source of the above students¶ anxiety, 
otherwise they would not dare to talk to their teachers. It should be 
the very issues that concerned them, so they wanted to obtain 
answers to their questions from their instructors. With problems like 
low self, it seems to be expected that their teachers have observed 
demotivation, i.e. no interest in or patience for learning, in some 
anxious students. As pointed out, the relationship between the L2 self 
and motivation proves to be positive (Bandura 1997: 3; Sampasivam 
and Clément 2014: 24).  
In addition, anxious students were found likely to consider the 
teachers¶ aims or requests as objectionable. It is difficult to explain 
how the process works, but, according to one Taiwanese proverb, µno 
good words will be said when one is angry¶. That is, emotions can 
influence not only an individual¶s way of looking at an event, but also 
their cognitive functions for work. Eysenck¶s (1979) states that 
anxiety can generate µtask-irrelevant information¶, which shifts one¶s 
focus away from the matter in hand. Moreover, although the teachers 
did not observe any anxious student self-deprecation, they should 
take this into account when addressing students¶ FLA due to the 
significant, recursive connection between self and anxiety.   
By contrast, both the students and teachers acknowledged the 
positive impact of anxiety on the former¶s learning, i.e. facilitating 
 367 
 
anxiety. Aside from the situations provided by the students, the 
teachers further revealed that anxiety made some students relatively 
conscientious about preparing for and participating in classroom 
activities. Students were even found to perform better or talk much 
more on stage when experiencing anxiety. These outcomes appear to 
conflict with the negative effects presented above, especially those 
from the student participants. I would argue that the teachers report 
these influences on the basis of the general scenario seen in class, so 
the level of student anxiety is unknown. Such positive behavior, 
theoretically speaking, will not manifest themselves if an individual 
feels highly anxious in class (Scovel 1991: 22). 
Nevertheless, three teachers (ET01; ET03; ET04) clearly stated 
that anxiety can have a positive and negative impact on classroom 
learning, also agreed by the teachers in the studies of Ohata (2005), 
Liu (2012), and Trang et al. (2013). Two teachers (ET01; ET04) even 
thought that small amounts of anxiety are necessary in class to makes 
students pay attention to their participation in class as a whole. EFL 
teachers in Taiwan also support this viewpoint, and call this anxiety 
µchallenge¶ or µappropriate worry¶ (Liu 2012). However, Horwitz points 
out that anxiety is inherent in the process of learning languages, 
therefore bigger problems may appear if teachers excessively µmake 
use of DQ[LHW\¶ in class (1990 cited in Oxford 1990: 60-1; 2014). 
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6.2.1.2 The non-majors¶ and their teachers¶ perceptions of FLA 
This section is also further divided into three main subsections as 
Section 6.2.1.1 above, i.e. situations, sources, and effects of anxiety.  
 
Situations of anxiety 
 There are some overlaps in the perceptions of anxious situations 
between the students and the teachers. Although the teachers could 
not provide specific situations as did the students, they still observed 
the significant (collective) ones, such as speaking activities, poor 
performances, and English tests.  
Table 6.8 below compares and contrasts the anxiety situations 
perceived respectively by the non-English major students and their 
teachers in their English classrooms.  
 
Table 6.8 Comparison and contrast between non-English majors and 
their teachers regarding the situations of anxiety 
Non-English 
Major 
Student 3/2 Teacher 
 
(
S
u
b
-)
 T
h
e
m
e
s
 
1. Exposure in class  1. Exposure in class 
a. Spontaneous 
speaking in class 
3 a. Spontaneous 
speaking in class 
b. Speaking on stage 3 b. Speaking on stage 
c. Awareness of oral 
performance problems 
3 c. Awareness of oral 
performance 
problems 
2. Learning in class: 
unpredictability 
 2. Learning in class: 
unpredictability 
a. Unexpected 
incidents 
3 a. Unexpected 
incidents 
b. Unknown 
consequences/results 
3 b. Unknown 
consequences/results 
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3. Learning English in a 
formal classroom 
  
a. English class in 
general 
2 
b. English tests 2 
c. Working as a group 2 
d. Problems of 
absorbing knowledge 
2 
Note. 3: same/similar; 2: different 
 
Within this table, I have listed the representative themes and their 
sub-themes of the perceived anxious situations, and reported the 
results from the comparisons and contrasts between them with the 
marks²tick (3: same) and cross (2: different).  
 The teachers discovered that their students were quite sensitive 
to speaking related activities, especially being called on to speak, 
volunteering answers, and making a presentation on stage. These 
were all also reported by the student participants. Teacher NET 06 
stated that µyou can only see if they are anxious when they are 
speaking«>, but] are relatively unable to see it when doing the others 
[listening, reading, and writing]¶. That is, speaking, compared with the 
other skills, is such an overt performance that the instructors can 
relatively easily detect the manifestation of anxiety in their students.  
As for the unpredictable situations, one teacher revealed students¶ 
dislike of changes outside the normal class routine, but the students¶ 
reference to unexpected incident further included their sudden loss of 
ability to address the current situation. I would argue that the 
teachers¶ activities or lessons were suitable for their students¶ level of 
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learning. It is, however, the students themselves who should be 
responsible for their anxiety as they were still able to deal with the 
situation to some extent. The teachers noticed that their students 
were fearful of failing the course or giving poor performances, which 
was shared by the student participants. A teacher (NET04) thought 
that their concerns were based on such issues as µthis is a four/five 
credit course¶ and/or µthey actually did not study¶.  
 Although the students¶ last theme did not appear in the teachers¶ 
column, µEnglish tests¶ and µworking as a group¶ were both generated 
from the teachers¶ data. Concerning the latter, three students (one 
advanced student and two elementary ones) spoke of speaking in 
group discussions and cooperating with another peer in a writing task. 
Only one teacher (teaching an advanced class), however, revealed 
working in groups for a task in general. That is, the teachers might 
underestimate the possibility of learning anxiety occurring in the 
above situation. 
Furthermore, the students felt annoyed about acquiring English 
properties like vocabulary and grammar. Their instructors should, 
therefore, share some learning strategies with them. The students 
also expressed negative feelings about their class, which was not 
raised by the teachers. As the teachers might not know about students¶ 
behavior in other classes, they presumably had no way to make a 
comparison. Yet, the students could suggest their general perceptions 
after comparing their feelings in the English class with those in other 
classes. This anxiety is assumed to be a product compiled from various 
anxious situations in a sense. 
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Sources of anxiety  
 The teachers provided various sources of their students¶ anxiety 
in class. Although their respective lists of themes did not completely 
overlap each other, the teachers reported most of the themes 
generated from the students¶ data. Therefore, the teachers, as did 
English majors¶ teachers, also demonstrated high levels of sensitivity 
to their students¶ concerns.  
Table 6.9 below compares and contrasts the sources of anxiety 
revealed respectively by the non-major students and their teachers in 
their English classrooms.  
 
Table 6.9 Comparison and contrast between non-English majors and 
their teachers regarding the sources of anxiety 
Non-English 
Major 
Student 3/2 Teacher 
 
(
S
u
b
-)
 T
h
e
m
e
s
 
1. Inadequate 
English ability 
 1. Inadequate 
English ability  
a. Inadequate 
speaking ability  
3 a. Inadequate 
speaking ability  
b. Inadequate 
listening ability 
3 b. Inadequate 
listening ability  
c. Unfamiliarity with 
English language 
3 c. Unfamiliarity with 
English language 
 2 d. Unfamiliarity with 
classroom activities 
 
 2 e. Do not take 
responsibility for 
preparation 
2. Negative 
self-perception of L2 
learning 
 2. Negative 
self-perception of L2 
learning 
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a. Low 
self-confidence 
3 a. Low 
self-confidence 
b. Low self-efficacy 3 b. Low self-efficacy 
a. Comparison with 
classmates 
3 c. Comparison with 
classmates 
3. Academic 
expectations of 
themselves 
 3. Concern with 
peers¶ judgments 
a. Desire for success 2 a. Afraid of negative 
reactions²peers 
b. Getting low 
academic scores 
2 b. Afraid of negative 
reactions²advanced 
peers 
 2 c. Face concerns 
Note. 3: same/similar; 2: different 
 
Within this table, I have listed the representative themes and their 
sub-themes of the given sources, and revealed the results from the 
comparisons and contrasts between them with the marks²tick (3: 
same) and cross (2: different).  
 Both groups of participants believed that the limits to their 
linguistic competence contributed to learner anxiety in certain 
classroom situations. Among the specific factors provided, the 
teachers additionally discovered that students¶ anxiety was also due to 
their lack of experience in speaking publicly. Nevertheless, the only 
teacher who said this was teaching English in the highest level class. I 
suggest that other levels of students probably also have the same 
problem²even though it was not mentioned²since Taiwanese 
students are usually trained to listen rather than speak in class. 
Students¶ anxiety was, furthermore, linked to their failing to 
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prepare themselves for classroom activities either at home or in class. 
This has also been suggested by other university English teachers in 
Taiwan (Liu 2012). For example, a teacher (NET04) provided her 
students with test scripts before a listening test, but some did not 
even read them so that they were found to be nervous and sighing in 
the test. Because the students taught were non-English majors, many 
of them were perhaps uninterested in English itself. The lack of 
preparation may, thus, be simultaneously considered as a kind of 
avoidance originating from dislike. In addition, the students and the 
teachers both agreed that the perceived self could have a significant 
impact on the students¶ emotions in class, that is to say, a negative 
correlation was found between the learner¶s self and anxiety.  
 Regarding the discrete themes, the students expressed their 
desire to perform well and the fear of getting low scores for activities, 
tasks, and/or tests. In fact, only one teacher related self-expectation 
(µdesire for success¶) to her students¶ learning anxiety. However, five 
students from three different levels of class spoke of either the former 
or the latter. This seems to indicate the teachers¶ lack of sensitivity to 
the fact that certain seemingly positive thoughts could also lead to 
negative emotions. On the other hand, the teachers thought that their 
students were sensitive to peers¶ comments about them or their 
performances. The students, indeed, also raised the same issue 
during the interviews, but, as discussed in Section 6.1.2, their level of 
concern might not have been as great as considered by the teachers. 
Furthermore, face protection seemed to be relatively less of a concern 
to the students. That is, the teachers had probably overlooked the 
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positive influence of ability grouping on their students¶ concerns.  
 
Effects of anxiety  
The teachers performed acute sensitivity to the manifestations of 
learning anxiety of their students, according to the match between 
their respective themes generated. Table 6.10 below compares and 
contrasts the selected effects of anxiety unveiled respectively by the 
non-English majors and their teachers in their English classrooms.  
 
Table 6.10 Comparison and contrast between non-English majors and 
their teachers regarding the effects of anxiety 
Non-English 
Major 
Student 3/2 Teacher 
 
(
S
u
b
-)
 T
h
e
m
e
s
 
1. Classroom 
dynamics: 
avoidance 
 
 1. Classroom 
dynamics: 
avoidance 
a. Avoidance of 
classroom activities 
3 a. Avoidance of 
classroom activities 
b. Classmate 
avoidance 
3 b. Classmate 
avoidance 
c. Avoidance of 
advanced peers 
3  
d. Teacher avoidance 3 c. Teacher avoidance 
2. Poor speaking 
performance 
 2. Poor speaking 
performance 
a. Poorly-displayed 
speech contents 
3 a. Poorly-displayed 
speech contents 
b. Poor performance 
in speaking skills 
3 b. Poor performance 
in speaking skills 
3. Self-disapproval 
thoughts 
 
2  
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a. Self-deprecating 
cognition 
 
  
4. Being propelled to 
work harder 
3 3. Being propelled to 
work harder 
Note. 3: same/similar; 2: different 
 
Within this table, I have listed the representative themes and their 
sub-themes of the effects on the students, and demonstrated the 
results from the comparisons and contrasts between them with the 
marks²tick (3: same) and cross (2: different).  
 Avoidance may be the most apparent reaction to anxiety. When 
students felt anxious, it was reported that they tried to avoid 
participating in the activities, especially speaking, and interacting with 
their peers and/or teacher during the process or in class. The teachers 
further found such behavior as µskipping the class¶, µsleeping in class¶, 
or µdistracting the class¶ in some anxious students. Due to the negative 
impact of anxiety on cognitive functioning, it was small wonder that 
both groups of participants revealed how anxiety ruined learners¶ 
performances in speaking and presenting. Moreover, although the 
teachers did not identify the effect of self-deprecation, two teachers 
mentioned self-questioning about belonging to a particular group or 
level of class. This finding was based on their students¶ behaviors and 
voices in classroom activities. 
Nevertheless, the teachers did not deny the possibility of the 
positive effects of anxiety. In line with the English majors¶ teachers¶ 
revelations, the non-English majors¶ ones also pointed out that 
anxiety made their students not merely more involved in classroom 
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activities, but also want to improve. Therefore, all the teachers 
believed that anxiety had both positive and negative effects on 
learning, and some of them (e.g. NET03 and NET04) also held the 
view that an appropriate level of anxiety in class made students more 
attentive during their classroom activities. Furthermore, Teacher 
NET03 stated that anxiety was inevitable in class as every activity, 
such as assignment, test, and Q&A, was potentially 
anxiety-provoking.  
 
6.2.1.3 The teachers¶ strategies for their students¶ FLA 
 In search of relevant literature, there seemed to be no studies 
specifically on language teachers¶ coping strategies for their students¶ 
FLA. Horwitz (2008: 11) and Oxford and Ehrman (1993: 188) 
emphasize the importance of teachers¶ understanding their students¶ 
individual differences in order to provide effective instruction. It is 
arguable that the tactics employed could also serve as an indicator of 
teachers¶ sensitivity to students¶ FLA. Although the issue was a 
subordinate question here, the table and discussion below may 
enlighten the understanding of this topic. 
 Table 6.11 below compares and contrasts the coping strategies for 
students¶ anxiety employed respectively by the two groups of teachers 
in their English classrooms.  
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Table 6.11 Strategies used respectively by the English majors¶ 
teachers and the non majors¶ ones  
Teacher English majors¶ 3/2 Non-English majors¶ 
 
(
S
u
b
-)
 T
h
e
m
e
s
 
1. Establishing a 
positive relationship 
 1. Making use of 
peers¶ influence 
a. Relationship 
building 
2 a. Peers¶ support 
within reach 
b. Maintaining 
positive classroom 
atmosphere 
2 b. Use of group work 
2. Making students 
ready for the tasks or 
challenges 
 2. Making students 
ready for the tasks or 
challenges 
a. Provision of 
adequate information 
3 a. Provision of 
adequate information 
b. Giving (more) 
practice/preparation 
time 
3 b. Giving (more) 
practice/preparation 
time  
3. Trying to inhibit 
students¶ negative 
emotions 
 3. Trying to inhibit 
students¶ negative 
emotions 
a. opportune support 
from teacher 
3 a. opportune support 
from teacher 
b. Individual 
instruction 
3 b. Individual  
instruction 
c. Ways of 
commenting on 
students¶ 
performances 
3 c. Ways of 
commenting on 
students¶ 
performances 
d. Avoidance of 
anxiety-provoking 
factors 
 
3 d. Avoidance of 
anxiety-provoking 
factors 
 2 e. Giving easier tests 
Note. 3: same/similar; 2: different 
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Within this table, I have listed the representative themes and their 
sub-themes of the tactics used on their students, and demonstrated 
the results from the comparisons and contrasts between them with 
the marks²tick (3: same) and cross (2: different).  
 The teaching behaviors revealed in the table are common and 
familiar to teachers in classroom teaching. The strategies used by 
each group were quite similar to each other. The English majors¶ 
teachers (3 out of 5) tried to establish a rapport and relaxed 
atmosphere at the outset and/or during the class. The latter strategy 
was also reported to be mostly preferred or used by Ohata¶s (2005) 
teacher participants. Although the non-English major teachers also 
employed those strategies, only two of six teachers gave this 
information. Broadly speaking, the above tactics dealt with the 
problems of unfamiliarity and non-belongingness. (The teacher of 
student ENG08 who raised the issue of unfamiliarity did not mention 
using the above strategies.) 
The non-English majors¶ teachers did not stop students from 
obtaining help from their peers when they confronted problems during 
activities (alone). Group work made help seeking easier for students, 
and was considered to enhance the activeness of group members. 
Even though the other group of teachers did not regard the above as 
coping strategies for anxiety, these were, undoubtedly, also 
implemented in their classes according to the interviews with the 
students and teachers. The strategies seem aimed at preventing 
students from exposure to, for example, ambiguity and losing face. 
Meanwhile, both groups of students also reported mitigating their 
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anxiety by gaining support from their peers.  
 In addition, the teachers of both student groups gave adequate 
relevant information before (certain) activities started. Once most 
students had difficulty in doing a task, they instantly demonstrated 
how to do it (with a more competent student). Furthermore, practice 
or preparation time was usually given for the coming activities. 
Nevertheless, one strategy seemed to make students more anxious. 
The student participants did not like their teachers to come back to 
them to ask again the question which they had previously failed to 
answer correctly. According to the teachers (ET01; NET03; NET04), 
the idea behind this strategy was to calm their students down and give 
them more time to think about the answer. The reason for their dislike 
of this strategy is probably because it exposed them publicly and 
made them confront their concerns again. 
Apart from this, both groups of teachers also tried to prevent their 
students from being distracted by anxiety during their participation in 
class. They appeared to be thoughtful of whether their students 
needed help from them and therefore offered help to them when 
appropriate or necessary. Some teachers (e.g. NET02; NET03; NET07) 
even showed their concern for the students in need by chatting to 
them about their problems after class. In order to maintain the 
VWXGHQWV¶ positive self-perception, the teachers focused on their 
merits rather than only the problems when giving feedback on their 
performances. 
Moreover, both sets of teachers made classroom activities more 
flexible, friendly, and negotiable, e.g. students were allowed to select 
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their own group members (ET04; NET03; NET08). One teacher 
(NET07) even asked certain students¶ permission for using their 
sentences as examples for error discussion in class, which is 
considered to show respect to her students and protect them from 
losing face. All this demonstrates the teachers¶ sophisticated 
sensitivity to their students¶ concerns and worries in class. Regarding 
µgiving easier tests¶, the teachers of the English majors did not 
mention using this method, but those of non-majors employed it to 
encourage the students and show that they were making progress or 
they still had a chance to compensate for previous poor performance.  
 
Reflections on the strategies employed 
 The teachers, apparently, had such acute sensitivity to their 
students learning emotions in their classes that they could instantly 
detect their needs and actively give them support. That is, the 
teachers tried to act as facilitators rather than evaluators in class, and 
risk-taking was encouraged during the students¶ participation in the 
classroom activities. It is, thus, assumed that their teaching approach 
is quite student-centered. 
Moreover, as experienced teachers, they demonstrated how 
coping strategies were part of their classroom instruction. In other 
words, certain instructions, arguably speaking, achieved two purposes: 
teaching and comforting. Most importantly, unlike the students, the 
teachers seemed inclined to deal with the root causes of students¶ 
anxiety in certain classroom situations²µdeep tackling¶, instead of 
abandoning activities when anxiety occurred. I would argue that this 
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may explain why the students appeared to attribute their emotional 
problems to themselves, as mentioned in Section 6.1.2. 
 
6.3 Summary 
This chapter provided and discussed the answers to the research 
questions, with the sections devoted to the answers to the questions. 
I compared the significant situations, sources, effects of, and coping 
strategies for anxiety of the two groups of students for research 
questions 1-4. Another series of comparisons was made between the 
students and the teachers for question 5. I then discussed the key 
issues of each aspect of anxiety after each comparison. Chapter 7 
summarizes the key findings, discusses the contributions, limitations 
and implications of this study, and suggests some topics for further 
research.  
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CHAPTER 7 CONCLUSION 
 
7.0 Introduction 
This chapter first provides a summary of the research findings. I 
then present the contributions and limitations of the study, followed by 
the implications of the study for tertiary students, teachers, and 
departments in Taiwan. I conclude by suggesting some additional 
issues for future research.  
 
7.1 Summery of key findings 
 Chapter 6 referred back to the aims and discussed the findings of 
the study in the order of the research questions. To fulfill the aims and 
answer the questions, the research was conducted with tertiary 
students and teachers of EFL in Taiwan. Through the adoption of 
sequential quasi-mixed methods, I made use of the ELCAS to select 
the most anxious students and interviewed them. However, the 
teacher participants were only interviewed to detect their sensitivity to 
students¶ learning anxiety in the English classroom. 
 The primary findings of this study can be summarized in the five 
bullet points below: 
z The English major and non-major students were similar to each 
other in the investigated aspects of anxiety, except for the 
sources of their anxiety. 
z The students reported a number of strategies, but most of these 
only helped them cope with individual anxious situations, not the 
root causes of their anxiety. 
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z The English majors and their teachers had similar perceptions of 
anxiety in class although the latter revealed less specific 
situations than the former.  
z The similarity was also quite high between the non-English majors¶ 
and their teachers¶ perceptions of their anxiety. These teachers 
also reported relatively broader contexts than their students.  
z Both groups of teachers employed quite diverse strategies for 
reducing students¶ anxiety. Their tactics demonstrated their 
attempts to address problems at their sources. 
More precisely, both the student groups experienced anxiety 
mainly in situations involving them participating in speaking related 
activities, and when encountering unpredictable incidents. They also 
had problems with working in groups, but the English majors 
particularly pointed out the types of group members considered 
anxiety-provoking. Although the English major and non-major 
students attributed their own learning anxieties to fairly different 
factors, they both considered their negative perception of their L2 self 
as one significant cause. The former also linked their anxiety in class 
to their serious concerns about peers¶ judgments, whereas the latter 
thought that their lack of English competence played another 
important role in the arousal of their anxiety. When it comes to the 
effects of anxiety, both groups of students reported trying to avoid 
classroom activities and (certain) people in their class. They not only 
had difficulty presenting and speaking in English adequately, but also 
deprecated and/or questioned themselves about their performance. 
However, anxiety also benefitted them by making them realize their 
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inadequacy and motivating them to improve. In order to mitigate their 
anxiety, they made use of relaxation techniques and tried to gain 
support from the people around them. Moreover, the English majors 
tended to prepare for classroom activities, while the non-majors chose 
to confront their anxiety and solve their problem directly in its context.  
 Regarding the English major¶s teachers¶ perceptions of the 
VWXGHQWV¶ anxiety, the teachers also observed their fear of speaking 
English in class and unease about working with (certain) others. 
Rather than unpredictable situations, they were more sensitive to the 
students¶ anxiety in the routines of classroom learning like taking tests 
and time-limited preparation. In line with the students¶ responses, the 
teachers stated that their anxiety could be attributed mainly to their 
worries about negative evaluation from peers and low self-perception 
as L2 learners. When the students feel anxious, the teachers 
discovered some changes in them. Specifically, they avoided 
participating in activities and interacting with others in class. Apart 
from poor speaking performance, the teachers further found some 
behaviors not mentioned by the students, such as µconsulting the 
teacher about their work¶ and µperceiving unfair treatment¶. Meanwhile, 
anxiety was considered to make the students attentive to their 
preparation for and participation in activities. Of course, the positive 
effect reported by the students was also realized by the teachers. The 
teachers¶ strategies for coping with students¶ anxiety were carried out 
through the class. They tended to encourage the building of positive 
relationships between different individuals and/or a pleasant learning 
atmosphere in class. They also attempted to prepare their students for 
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activities or tasks by providing them with the relevant information and 
giving them time to practice beforehand. Moreover, they tried to be 
caring and encouraging during activities to inhibit their students¶ 
negative emotions.  
 As regards the non-English major¶s teachers¶ perceptions of the 
VWXGHQWV¶ anxiety, the teachers revealed the same anxious situations 
as the students, i.e. speaking related activities and unpredictable 
incidents. In line with the non-majors¶ perception of the sources of 
their anxiety, the teachers indicated that poor English ability and low 
self-perception were two significant contributors to their anxiety in the 
classroom. Concerns about peers¶ judgments were considered to be 
another factor even though this was not emphasized by the students. 
Influenced by anxiety, the students, according to the teachers, 
adopted avoidance behavior towards activities, peers, and/or the 
teacher. The teachers also found the students unable to perform 
properly in terms of the content of spoken utterances as well as 
general speaking skills. The students were also perceived to devote 
themselves to classroom activities and self-improvement. Like the 
English majors¶ teachers, the non-English PDMRUV¶ teachers gave their 
students guidance before or during activities when necessary. 
Practice/preparation time was allowed for the coming tasks. They also 
tried to impress upon their students that they were caring and 
supportive in class, especially during activities. Additionally, the 
teachers created an environment where peers could instantly help 
each other if they encountered difficulties in completing activities. All 
these were considered as alleviation strategies for learner anxiety.  
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7.2 Contributions of the study 
 The results of the investigations of the five research questions 
make several contributions to the fields of language learner affect and 
emotions, especially foreign language anxiety itself, and EFL teaching 
and learning, in particular, at tertiary level in Taiwan. The specific 
contributions are outlined below.  
 First, the adoption of interviews as a method in this study helped 
not only contextualize the different aspects of learner anxiety, which is 
rarely achieved in quantitative FLA research, but also illustrate the 
VWXGHQWV¶DQGWHDFKHUV¶ ability to reflect on their relevant experience of 
learner emotions in the language classroom context. Of course, their 
inner thoughts, such as self-deprecation, are easier to detect or 
understand from interview than observation, for instance. 
Second, the scope of this study covers all the dimensions of 
learner anxiety and different participantV¶ perceptions of them, which 
is different from most related studies. This provides a comprehensive 
understanding of language anxiety alone. That is, an overview is 
presented of knowledge of learner anxiety from the situations, 
sources, effects, to coping strategies used.  
 Third, comparing English majors¶ perceptions with those of 
non-majors has provided new insights into the similarities and 
differences between students of distinctive disciplines in learning 
English as a foreign language, in particular their emotional responses 
in class. These could be especially important for their teachers as they 
may be assigned to teach both types of students in the same semester. 
By understanding their respective characteristics, their instructors can 
 387 
 
opportunely adjust their class instruction if necessary.  
Fourth, comparing students¶ perceptions with those of teachers 
has provided an understanding of how well the latter know about the 
former in the context of learner emotions. The responses from the 
teacher participants also bridge the existing gap in the FLA literature 
concerning language teachers¶ perceptions of the various aspects of 
learner anxiety. According to the study results, Taiwanese tertiary 
teachers have demonstrated their sensitivity to students¶ emotional 
responses to learning in the English classroom.  
 Fifth, almost all of the FLA studies concentrate on only one or two 
dimensions of anxiety, and simply report the themes generated from 
the data collected. In contrast, this study not merely investigated and 
discussed all the aspects of anxiety, but also pointed out the more 
significant themes of individual phases. This can provide university 
learners and teachers in Taiwan with solid ideas about what they 
should place more emphasis on while addressing or discussing learner 
anxiety.  
 Sixth, there were, broadly speaking, no significant differences 
between the coping strategies revealed in this study and other studies. 
Nevertheless, this study attempted to carry out a more sophisticated 
categorization of the coping tactics used by the student participants. It 
also found that most tactics are employed to tackle the anxious 
situations themselves rather than the sources of anxiety, which has 
not been discussed in the literature to my knowledge. Additionally, the 
students¶ problem-preventing/-solving strategies have not been 
mentioned in the similar projects cited.  
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 Seventh, although several projects have investigated how 
language learners cope with their anxiety in class, there is no 
literature on whether or how teachers deal with students¶ anxiety in 
the language classroom. This study makes the first attempt to explore 
this issue, and discovered that the strategies employed are not merely 
part of the teachers¶ instruction practices, but they also try to tackle 
the sources of their students¶ anxiety. 
 Eighth, this research has revealed that working in groups can be 
one of the anxious situations in the classroom. The perceived sources 
of this anxiety are also stated at the same time. Although only some 
student and teacher participants reported and few studies had 
mentioned this situation, this research broadens the potential 
contexts of anxiety in language learning. The possible sources 
associated with this anxiety are discussed here for the first time.  
 Ninth, whether anxiety is debilitating or facilitating is normally 
determined by anxious learners¶ language performance. The findings 
of this study, nevertheless, expand the definition of facilitating anxiety 
by including the positive effects of anxiety on learner affect during 
classroom learning.  
 
7.3 Limitations of the study 
 Even though the data collected provide answers to the research 
questions and some new insights into foreign language anxiety, there 
are still several limitations to this research. Fure major restrictions are 
discussed below. 
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 First, some of the student interviewees were not ranked within 
the top ten most anxious students. With the help of the questionnaire, 
I was informed of the subjects¶ degrees of anxiety and found out who 
were the ten most anxious students. I then contacted these students 
in person to invite them for a follow-up interview, but it was inevitable 
that some of them rejected my invitation due to personal reasons. 
Therefore, what I could do was to contact the next persons in rank in 
order to meet my research design. This difficulty did not cause 
concerns about the non-English majors¶ degrees of anxiety because 
these were still close to 4 or above, which shows high anxiety. In 
contrast, as the highest anxiety level among the English majors¶ was 
4.03, the distribution of the students¶ anxiety levels fell between 3 and 
4. These learners might be considered not anxious enough to provide 
abundant and representative information. However, in line with the 
data generated from the non-majors¶ interviews, the data from the 
majors provided a positive contribution to answering the research 
questions.  
 Second, the average duration of VWXGHQWV¶ interviews lasted 
approximately one hour and forty minutes, which was much longer 
than the planned length²one hour. This problem could be attributed 
to one main and one minor factors : (1) there were too many warm-up 
and indirectly research-question-relevant enquiries before the main 
body of interview questions; (2) Some students had difficulty 
understanding and answering the question about anxious learners¶ 
perceptions of themselves mainly because µperception RI VHOI¶ in 
Mandarin (Ծךགޕ/Ծךޑག᝺ᆶᇡޕ) is not easy to express in spoken 
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Chinese, therefore I spent some time explaining it. Although the time 
spent on the warm-up questions was no longer than that on the main 
ones, this might have impacted on the interviewees¶ thinking about 
the later questions due to, for instance, tiredness or loss of attention. 
However, from the data collected and the findings presented, it is 
believed that the students still managed to share with me as many 
experiences as they could in response to the main questions. It is also 
worth noting that the students provided some useful information for 
the answers to the research questions during the warm-up. 
Nevertheless, I suggest (1) that the time spent on and the number of 
warm-up questions should be decreased and (2) that the length of an 
interview should be kept within an hour to prevent the above problem 
from happening, partly because a session usually lasts between 50 
and 60 minutes at universities in Taiwan, so that is what students are 
used to.   
 Third, only 318 out of 649 returned questionnaires were 
considered valid on the basis of the selection criteria. Three possible 
reasons for this result could be as follows: (1) I should have done the 
distribution work myself to encourage the students to respond. 
However, due to the constraints discussed in Section 3.3.5, I was 
unable to administer all the questionnaires in person. Nevertheless, I 
did my best to have the student participants informed of my intentions 
if the teacher was the distributor, (2) there were too many questions in 
the questionnaire. This might have influenced their attitude when 
responding. Nonetheless, in order to make the items reflect tertiary 
learners¶ classroom experiences, I still decided to expand the number 
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of items in the scale, and (3) the research topic or the questionnaire 
did not successfully arouse the interest of some students, therefore 
they did not fill in the scale carefully. Considering the number of target 
interviewees required, the number of valid questionnaires was large 
enough. Nevertheless, the population density at each anxiety level 
may have increased if more valid responses had been received. 
Arguably, this can ensure that there are enough human resources 
when some people reject the invitation to an interview.  
 Fourth, the teacher interviewees were basically those who taught 
the student interviewees. Of course, rejection is sometimes inevitable 
during recruitment. As there were many classes at each level for 
non-major students, it was easier to find another teacher if my 
invitation to participate was not accepted. However, considering the 
problems in recruiting English majors¶ teachers, I decided to recruit 
teachers who had taught English skills to English majors before to 
make the number of English-majors¶ teacher interviewees close to 
that of non-majors¶. Although some did not teach the current students, 
it seems from the results that students enrolling in different academic 
years were perceived to share similar learning behaviors.  
 
7.4 Implications of the study 
Several implications drawn from this study are presented in the 
following sub-sections. These sections provide different suggestions 
respectively for tertiary students and teachers of EFL and the 
department responsible for students¶ English courses.  
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7.4.1 What should Taiwanese tertiary learners of English do to cope 
with their anxiety?  
 This study has shown the pervasiveness of anxiety related issues 
in the language classroom. It, therefore, becomes essential for 
learners to recognize the influence of emotions, especially negative 
ones, on their learning although the states are situation-specific. In 
other words, they need to be fully aware of the potential existence of 
them in every part of the process. As long as they can understand and 
take them seriously, they can learn how to manipulate and use them 
to improve the quality of their learning.  
As far as anxiety is concerned, students should be alert in class to 
and bear in mind what causes their anxiety and how anxiety influences 
their learning in the classroom. There is no doubt that the tertiary 
students had a good perception of their learning emotions in class, 
according to the interview responses. It is, nevertheless, even more 
critical that they demonstrate acute consciousness of the relevant 
issues during class, therefore they can be more prepared for the 
possibility of encountering anxiety. This can help them think in 
advance about feasible solutions to potential problems. They may try 
to keep a weekly journal to record and reflect on their learning 
conditions, especially emotional fluctuations, in the class, which can 
reinforce their awareness and understanding of them. Of course, if 
they have difficulty getting themselves out of predicaments, they 
should actively consult their teachers about their difficulties as the 
latter, especially the non-native teachers, are advanced, experienced 
language learners themselves.  
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 With the sources of their anxiety in mind, students could develop 
coping strategies for anxiety which directly tackle the causes rather 
than specific situations. Considering the themes specific to strategies, 
the participants apparently only tended to deal with the feelings when 
they arose and anxious situations. This may be one reason why they 
still felt quite anxious in classroom situations. In order to effectively 
deal with anxiety, tertiary learners need to have a clear insight into the 
root causes of their anxiety, and then think of techniques which can 
effectively remove the sources or at least mitigate them to some 
extent. Logically speaking, one source of anxiety can trigger a 
learner¶s anxiety in various classroom activities or situations or several 
sources provoke a similar response in one situation. That is, if 
students can successfully address the root causes, it is not difficult to 
imagine that their learning in different situations could be quite 
emotionally positive.  
 The participants also reported that (facilitating) anxiety made 
them realize their drawbacks in learning and want to make 
improvements. When students have the same anxiety as the above, 
they should think of this kind of anxiety as excitement or hope as this 
emotion directly informs them of what they can do to improve. It is 
then necessary for them to note down the disadvantages, analyze the 
problems, take proper action, and evaluate the outcomes. If they have 
tried and made no successful attempt with these methods, they 
should instantly discuss with their teachers alternative approaches to 
adopt for their learning and problems. They can also book a 
consultation for their concerns with the language center of the 
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university. More importantly, they should try to enhance and maintain 
their positive affect, i.e. eagerness to improve, by setting doable goals 
and rewarding their efforts at each stage of the process illustrated 
above.  
 The participants were mostly identified as low-level learners of 
English, and they had negative perceptions of themselves in the L2 
learning. Considering their comparing themselves with others in 
language ability, other-directed self, and potential herding behaviors, 
the cohorts should first face and recognize the gap between 
themselves and others in English competence in a positive manner. 
Second, they need to have a good look at what makes them different 
in ability. Third, it is critical that they do not expect themselves to 
perform as well as the more advanced peers. More anxiety may 
otherwise be created if they find it difficult to achieve. Fourth, they 
should evaluate their performance in accordance with their own 
English competence, which could build up the basis of the positive self. 
Fifth, an attempt should be then made to improve their English ability 
step by step. By doing this, they can compare themselves with earlier 
selves and so detect their progress relatively easily. This would help 
them gradually establish their self-confidence and ±efficacy.  
 
7.4.2 What else can Taiwanese tertiary teachers do to reduce their 
student¶s anxiety? 
 From the discussion of the teacher participants¶ coping strategies 
for their students¶ anxiety, it is apparent that the former were quite 
aware of the (potential) difficulties which the students might 
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encounter in the language class, and tried to integrate support into 
their teaching. Nevertheless, learners¶ inner thoughts like learning 
beliefs and so-called unexpected incidents are still hardly knowable if 
students do not speak of them. In order to enhance their 
understanding of learner anxiety, it is suggested that tertiary teachers 
of English discuss the relevant issues with their students in class. The 
focus of the topic does not necessarily limit itself to learning anxiety, 
but learner affect and emotions in general, since they undoubtedly 
influence one another as discussed in Chapter 2. Open discussion 
serves several purposes: (1) teachers can examine or reinforce their 
sensitivity to students¶ needs, (2) students¶ attention can be drawn to 
the importance of affect and emotions in language learning, (3) 
students in class can understand that certain problems are possibly 
shared by many others, (4) students and the teacher can discuss 
together how positive states can be maintained and negative ones 
avoided, and (5) teachers give the impression of their willingness to 
listen to and try to understand their students. This not only develops a 
rapport between students and the teacher, but also gives the teacher 
the chance to evaluate their instructions and make adjustments if 
necessary.  
 The teacher can also ask or encourage their students to form a 
study group involving those who are capable to help the others and 
those who need help. Due to the student participants¶ concerns about 
advanced and unfamiliar peers¶ views of them, the mechanism of 
study groups, with its nature of supply and demand, can promote 
positive interactions and mutual understanding between the 
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facilitators and the students in need. This way of learning may shorten 
the distance between the more competent and less competent 
students, and further mitigate the latter¶s worries. The former can also 
have the chance to empathize with the latter. Of course, the less 
proficient learners can improve their English ability with facilitation. 
Facilitators can also become aware of their misconceptions when they 
attempt to explain to others. 
 Working in groups was revealed to be one of the anxious 
situations according to some of the student and teacher participants. 
This problem was mainly linked with the fact that it was the teacher 
who divided students into groups. The most straightforward solution is 
for the teacher to let the students choose their own group members. If 
the teacher decides to have their students grouped, the former may 
better inform the latter of the purpose for their doing this (see NET08 
in Section 6.2.4.1) and take into account such issues as who can or 
should be grouped together, at what point it is appropriate for the 
teacher to do the grouping, and how many people there should be in 
each group. Although group composition is generally hardly perfect, 
the above questions may provide the teacher with some ideas of how 
to form a well-functioning group.  
 Students in this study did not like the teacher to call on them 
again to answer the same question if they failed to answer the first 
time. It may be better to invite the less anxious, but more capable, 
students to respond to the question. Afterwards, the teacher can ask 
the whole class whether there is anyone who still has a problem with 
the question. Teachers should also express their willingness to help in 
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private if those with difficulty do not want to consult them in class. The 
teacher can ask the student failing to answer whether he/she now 
understands the question and answer and to demonstrate if s/he does. 
This not only keeps the student inconspicuous, but also confirms that 
they have learnt the knowledge.  
 In addition, the teacher can create opportunities for students to 
encourage one another by asking or inviting them to make positive 
comments on their peers¶ performance in class. Although evaluation is 
inevitable in the language classroom, feedback does not always have 
to be criticism. Because students do value peers¶ views of them, the 
act of encouragement may boost their self-confidence and 
self-efficacy in those short of these, and mitigate certain students¶ 
concerns about others¶ negative judgments.  
 
7.4.3 What can the academic unit in charge of students¶ English course 
do to alleviate their learning anxiety?  
The aims of this study did not consider the influence of ability 
grouping on learner anxiety, but it is arguable that placement made a 
difference to the sources of anxiety of the non-English major students. 
Specifically, they did not have serious concerns about their peers¶ 
negative judgments of them due to the similarity between them and 
their peers in English ability. Although the mechanism cannot 
eliminate all the causes of anxiety, the main concerns left are more 
associated with learners¶ competence. This can only be improved by 
their further efforts at learning and practicing. Furthermore, Liu¶s 
(2008) and Su¶s (2010) students also expressed the benefits brought 
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by ability grouping to their learning affect and emotions in class. 
Therefore, if the unit does not apply ability grouping in their English 
courses, they should plan to put it into practice from now on. When 
they group students into different class levels, they should particularly 
ensure that the English proficiencies of students within a classroom 
are as similar as possible. Otherwise, the lower ability students are 
still likely to worry about others¶, e.g. the superior ones¶ reactions. 
 
7.5 Suggestions for future research 
In the light of the limitations and findings above, this section 
proposes some recommendations for future investigations in the 
avenue of language learner emotions, particularly FLA.  
 
Solidification of the study results 
 As this study is ground-breaking in comparing the perceptions of 
language anxiety of two different groups of people, there is a great 
need to carry out the same or similar investigations to support the 
discoveries of this study. This is essential when it comes to defining 
the gap between students¶ and teachers¶ perceptions of learning 
anxiety, considering Oxford and Ehrman¶s  (1993: 188) and Horwitz¶s 
(2008: 11) emphasis on the importance of teachers¶ sound 
understanding of their students. 
 
Prior learning experiences and FLA 
 Further research on sources of anxiety should not only focus on 
the classroom context, but also enquire into the situation of learners¶ 
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prior learning and life experiences, i.e. how these are related to the 
sources of and further trigger anxiety in classroom situations. As 
tertiary learners in Taiwan have been learning English since primary 
school, some of their concerns were apparently associated with their 
learning culture and history.  
 
Learning anxiety in group work 
 With its merits, collaborative learning is quite a common way of 
learning in the language classroom. Nevertheless, some of the 
students and teachers reported working in groups as one of the 
anxious situations, the main causes of which were also mentioned in 
the interviews. As this study does not focus on the topic of cooperative 
learning and this finding is quite surprising, future studies should 
place their focus on the context of group work and look into the 
interplay between learner anxiety and working as a group, especially 
the aspects of sources, effects of, and coping strategies for anxiety.  
 
Learner¶s learning habit and FLA 
Learning habit was considered to be one of the sources of anxiety. 
Notwithstanding its similarity to belief, few relevant studies have 
discussed the connection between this learner characteristic (habits) 
and learner anxiety itself. Therefore, its formation and relationship to 
anxiety may be two promising questions to be addressed in the future. 
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Ability grouping (placement) and FLA 
The English majors were virtually much more concerned about 
peers¶ judgments and keen to compare with their peers in English 
competence than the non-majors. It appears that whether peers¶ 
English proficiencies are similar plays a significant role in the 
discrepancies above. Indeed, ability grouping was implemented in the 
non-majors¶ English class rather than the majors¶. Although some 
studies revealed their participants¶ positive affect and emotions 
towards ability grouping, their aim was not to explore the interaction 
between anxiety and ability grouping. Therefore, more research is 
needed to better understand these issues as to why and how they 
interact.  
 
Chinese culture and FLA 
 The self and face threats are apparently two factors generally 
considered to impact on learners¶ emotions in classroom learning. 
These two contributors were also reported by both the student and 
teacher participants. Due to the culture in which the participants are 
immersed²the other-directed self and face protection, there is no 
doubt that the learners¶ sensitivity must be strengthened to others¶ 
evaluations on them. It could be, therefore, worth investigating how 
the above culture affects Taiwanese students¶ language learning both 
inside and outside the classroom.  
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Anxiety-bearing ability  
 Facilitating anxiety is argued to exist, but still not solidly defined, 
in language learning. A student and a teacher participants suggested 
that the focus may be shifted to learners themselves when debilitating 
and facilitating anxieties are discussed. That is, the approach to this 
issue can be taken from the perspective of an individual¶s ability to 
bear anxiety. How to evaluate individual anxiety-bearing ability is, 
thus, another question to be studied.  
 
The effectiveness of coping strategies for anxiety 
 The students provided a number of coping tactics for their anxiety 
in class. Kando and Yang (2004), nevertheless, revealed that the 
frequencies of the reported strategies did not significantly correlate 
with the degrees of FLA. Additional research is, therefore, necessary 
to determine with certainty the effectiveness of the individual coping 
strategies. This question is also applied to the teachers¶ strategies for 
dealing with students¶ anxiety. By knowing their effectiveness, the 
students and the teachers can decide whether there is a need to 
develop other helpful tactics.  
 
Which one, major or ability, matters more in FLA? 
The data from the respective major students demonstrated a high 
degree of similarity to each other in different aspects of anxiety. The 
participants were the most anxious students in their respective majors, 
and most of them were classified as elementary level learners. These 
seem to indicate that anxiety level and English competence, rather 
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than being an English major or not, play relatively significant roles in 
the issues of learner anxiety. Future research is apparently needed to 
continue this investigation.  
 
7.6 Lessons learnt 
According to my prior experience in the EFL class, it seemed to me 
that the teachers usually only raised such issues as learner motivation 
and/or strategy use, but anxiety or other emotional states, when 
some students learnt or did not learn the language well. I, therefore, 
had never considered how learning emotions can pervasively 
influHQFH D OHDUQHU¶V ODQJXDJH GHYHORSPHQW EHIRUH UHYLHZLQJ WKH
literature and conducting this research.  
During my data collection, I doubted my ability to collect the 
target amounts of data as I had no experience of conducting a big 
project, but the completion suggested that I should have been more 
confident in myself. I was also once concerned whether my 
participants were sensitive enough to share with me the details of 
what they had (emotionally) experienced when in the class as their, 
especially the studentV¶DZDUHQHVVRILWPLJKWQRWEHUDLVHGHQRXJK
Nevertheless, the data generated demonstrated that the students and 
teachers were able to provide me with such detailed descriptions of 
their (emotional) experiences in learning and teaching. Moreover, 
data analysis is never an easy and simple task, but, through the 
process, I found myself to have the potential for coping with details 
and interpreting discoveries.  
From the findings of this study, leaner anxiety itself is, 
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undoubtedly, a complicated construct, and its impact on language 
learning is as significant as that of other types of affect. Importantly, 
WKH WHDFKHU SDUWLFLSDQWV¶ DFXWH VHQVLWLYLW\ PDNHV PH UHWKLQN WKH
FRQWURYHUVLDO LVVXH WKDW WKHUH LV QRUPDOO\ D JDS LQ WKH WHDFKHU¶V
understanding of their students. It was also surprising that the 
sources of anxiety are multifarious and that the teacher did not appear 
to be the main stressor, considering their evaluative role in the 
context. Thus, I would like to suggest again that EFL teachers should 
discuss the related issues with their students to equip them with the 
ability to address their own negative learning emotions. 
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Appendix 1  
Participation consent form (questionnaire) 
 
Project Title: Leaner Anxiety and EFL Learning: A Study of Tertiary  
               6WXGHQWV¶ and 7HDFKHUV¶ Perceptions in Taiwan 
5HVHDUFKHU¶V1DPH Chieh-Hsiang Chuang 
6XSHUYLVRUV¶QDPHV Dr. Barbara Sinclair & Dr. Max Biddulph 
z I have read the Research Information Sheet and the nature and 
purpose of the research project has been explained to me. I 
understand and agree to take part.  
z I understand the purpose of the research project and my 
involvement in it. 
z I understand that I may withdraw from the research project at 
any stage and that this will not affect my status now or in the 
future.  
z I understand that while information gained during the study may 
be published, I will not be identified and my personal results will 
remain confidential.  
z I understand that questionnaire data will be securely stored in 
forms of hard and electronic copies of tables and figures. All 
information collected through questionnaires will only be 
accessed and viewed by the researcher, and his supervisors if 
requested, and remain strictly confidential. 
z I understand that I may contact the researcher and supervisors if 
I require further information about the research, and that I may 
contact the Research Ethics Coordinator of the School of 
Education, University of Nottingham, if I wish to make a complaint 
relating to my involvements in the research  
6LJQHG««««««««««««««««UHVHDUFKSDUWLFLSDQW 
3ULQW1DPH«««««««««««««««««««
'DWH««««««««««««««« 
Contact Details 
Researcher: Chieh-Hsiang Chuang (0911-12xxxx; 
ttxcc20@nottingham.ac.uk) 
Supervisors: Dr. Barbara Sinclair (barbara.sinclair@nottingham.ac.uk) 
               Dr. Max Biddulph (max.biddulph@nottingham.ac.uk) 
School of Education Research Ethics Coordinator: 
educationresearchethics@nottingham.ac.uk 
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Appendix 2 
English Language Classroom Anxiety Scale  
 
To whom it may concern 
 
I am a PhD student in the School of Education at the University of 
Nottingham, UK. I am now conducting research on Taiwanese 
university VWXGHQWV¶(QJOLVKOHDUQLQJDQ[LHW\LQWKHIRUPDOLQVWUXFWLRQ
context. This study intends to answer the questions about the 
VWXGHQWV¶VRXUFHV of, effects of and coping tactics for English learning 
anxiety in their English classrooms. As the very start of this research, 
this questionnaire plays a very important role, especially in finding out 
the causes and levels of WKH VWXGHQWV¶ DQ[LHW\ LQ WKHLU (QJOLVK
classrooms. Hence, I need your help in order to complete part of my 
research. Your participation is voluntary in nature. Yet, I would like to 
encourage you to participate in this research since, through this 
process, you may learn more about your own English learning. Your 
responses will help make this research more complete and valid.  
 
Thanks for your time and participation 
 
Researcher: Chieh-Hsiang Chuang 
Email 1: ttxcc20@nottingham.ac.uk  
Email 2: home0807@gmail.com 
Date: 12/2011 
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Reminders:    
 
(1) Your responses here should be based on your experiences in the 
first and second year General English courses.  
(2) You will be expected to provide your background information, 
responses to the statements, and contact information. 
(3) There will be 17 questions asking about your background    
information. Please tick/circle/write where appropriate. 
(4) You will then need to go through 60 statements in total and 
respond to them by choosing a specific number from 1 (Not At All) 
to 5 (Extremely). 
(5) It should take you approximately 25 minutes to complete this 
questionnaire. 
(6) Your every response will have an influence on the result. 
Therefore, please make sure you have responded to each 
statement before you hand in the questionnaire.  
(7) Your contact information will be used by the researcher only and 
kept confidential. Importantly, I would be grateful if you could 
leave your phone number or e-mail so that I may contact you for a 
possible interview.  
(8)  Finally, please make sure you read the attached information  
    sheet and sign the attached consent form if you agree to take part. 
 
 
Thank you. Please turn to the next page and respond to the 
questions and statements. If you have any questions, please 
feel free to ask. 
 
 
 
 
 
 
 
 
 
 422 
 
Part 1: Background Information  
(Please tick /circle/write where appropriate.) 
 
1.  What gender are you?     [   ] Male       [   ] Female 
2.  Which department are you  studying in?.................................   
3.  Which group are you in now for your English 
course? ................................ 
4.  Have you ever visited an English-speaking country?  
     (including travelling and study tour) 
     [   ] Yes, for how long?...................    [   ] No 
5.  Have you ever studied in an English-speaking country? 
     [   ] Yes, for how long?...................    [   ] No 
6.  Have you ever been taught by native-speaking English teachers? 
     [   ] Yes, for how long?...................   [   ] No 
7.  What average score would you expect to get for the 2nd year 
English course?  
     [   ] Below 60   [   ] 61~70   [   ] 71~80   [   ] 81~90  
[   ] 91 and above  
8. What is your favorite activity format in the English classroom? 
   [   ] Work independently   [   ] Work in pairs    
[   ] Work in small groups  [   ] Work with the whole class 
9. How long have you been learning English so 
far?............................years 
10. How much time do you spend in the self-access English learning 
FHQWUHLQDW\SLFDOZHHN"««««KRXUV 
11. How much time do you spend practising English after school in a 
W\SLFDOZHHN"««««KRXUV 
 
Questions from 12 to 17 are presented on the next page.  
Please continue to complete this part. 
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1.1 Attitude towards English Learning Conditions  
(Please tick where appropriate.) 
Agreement  
Level 
 
 
Statement 
1 
Strongly 
Disagree 
2 
Disagree 
3 
Neither 
Agree 
nor 
Disagree 
4 
Agree 
5 
Strongly  
Agree 
12. I feel confident 
in my English 
ability. 
     
13. I have the 
aptitude for 
learning English. 
     
14. I care about 
almost every 
mistake I make 
when using 
English. 
     
15. I have the 
ability to perform 
most activities in 
my English class 
well. 
     
16. My English 
ability is, generally 
speaking, better 
than my 
classmates. 
     
17. I would prefer 
to listen rather 
than speak in my 
English class. 
     
 
Please turn to the next page for Part 2. 
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Part 2: Anxiety-provoking situations in your college English 
classroom (Please tick where appropriate.) 
Anxiety 
Levels 
 
Anxiety 
Situations 
1  
Not  
At 
 All 
2 
Slightly 
3 
Moderately 
4 
Very  
5 
Extremely 
1. I feel unsure of 
myself when I am 
speaking in my 
English class. 
     
2. I worry about 
making mistakes in 
English class. 
     
3. I tremble when I 
know that I am 
going to be called 
on in English class. 
     
4. It frightens me 
when I do not 
understand what 
the teacher is 
saying in the 
English class. 
     
5. I get tense and 
nervous when I 
have to discuss 
things in English 
within a group. 
     
6. I feel nervous 
when I need to 
speak to my 
classmates in 
English. 
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Anxiety 
Levels 
 
Anxiety 
Situations 
1  
Not  
At 
 All 
2 
Slightly 
3 
Moderately 
4 
Very  
5 
Extremely 
7. I feel anxious 
when my 
classmates speak 
to me in English.  
     
8. I am at ease 
during tests in my 
English class. 
     
9. I start to panic 
when I have to 
speak without 
preparation in 
English class. 
     
10. I worry about 
the consequences 
of failing my 
English class. 
     
11. In English 
class, I get nervous 
when I suddenly 
forget things I 
know. 
     
12. It embarrasses 
me to volunteer 
answers in my 
English class.  
     
13. I feel at ease 
speaking English 
with native 
speakers.  
     
14. I get upset 
when I do not get 
what the teacher is 
correcting.  
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Anxiety 
Levels 
 
Anxiety 
Situations 
1  
Not  
At 
 All 
2 
Slightly 
3 
Moderately 
4 
Very  
5 
Extremely 
15. Even If I am 
well prepared for 
English class, I feel 
anxious about it.  
 
     
16. I feel like going 
to my English 
class. 
     
17. I feel confident 
when I speak in my 
English class. 
     
18. I am afraid that 
my English teacher 
is ready to correct 
every mistake I 
make. 
     
19. I feel tense 
when I am called 
on in my English 
class. 
     
20. The more I 
study for an 
English test, the 
more confused I 
get.  
     
21. I feel nervous 
when I speak to my 
teacher in English.  
     
22. I feel stressed 
:KHQ³RQO\
(QJOLVK´LVDOORZHG
in the classroom. 
 
     
 427 
 
Anxiety 
Levels 
 
Anxiety 
Situations 
1  
Not  
At 
 All 
2 
Slightly 
3 
Moderately 
4 
Very  
5 
Extremely 
23. I feel 
self-conscious 
about speaking 
English in front of 
other students.  
     
24. My English 
class moves so 
quickly that I worry 
about getting left 
behind.  
     
25. I feel more 
tense and nervous 
in my English class 
than in my other 
classes. 
     
26. I get nervous 
and confused when 
I am speaking in 
my English class. 
     
27. I feel sure and 
relaxed when I am 
on my way to 
English class. 
     
28. I get nervous 
when I do not 
understand every 
word my English 
teacher says.  
     
29. I feel 
overwhelmed by 
the number of rules 
I have to learn to 
speak English.  
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Anxiety 
Levels 
 
Anxiety 
Situations 
1  
Not  
At 
 All 
2 
Slightly 
3 
Moderately 
4 
Very  
5 
Extremely 
30. I am afraid that 
the other students 
will laugh at me 
when I speak 
English. 
     
31. I feel 
comfortable 
around native 
speakers of 
English. 
     
32. I get nervous 
when the English 
teacher asks 
questions for which 
I have not 
prepared in 
advance. 
     
33. I feel 
concerned that I do 
not make progress 
on my test results. 
     
34. It makes me 
uncomfortable 
whenever my 
English teacher 
corrects my 
mistakes. 
     
35. Even if I do not 
fully understand 
my teacher in the 
English class, I feel 
at ease about it. 
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Anxiety 
Levels 
 
Anxiety 
Situations 
1  
Not  
At 
 All 
2 
Slightly 
3 
Moderately 
4 
Very  
5 
Extremely 
36. I feel tense 
when I take a 
listening test  
with various 
accents presented. 
     
37. I worry about 
how my teacher 
will treat me when 
I do not 
understand my 
WHDFKHU¶VTXHVWLRQ
and so give a 
wrong answer.   
 
     
38. I feel excited 
when I take an oral 
test through role 
play. 
     
39. I feel anxious 
when I come 
across unfamiliar 
English vocabulary 
in my English test. 
     
40. I look forward 
to attending every 
English class. 
     
41. I feel nervous 
when my teacher 
speaks to me in 
English. 
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Anxiety 
Levels 
 
Anxiety 
Situations 
1  
Not  
At 
 All 
2 
Slightly 
3 
Moderately 
4 
Very  
5 
Extremely 
42. I feel tense 
when students are 
randomly called on 
to answer 
questions. 
     
43. I feel ashamed 
when my speaking 
is not fluent 
enough. 
     
44. I feel confident 
of understanding 
P\WHDFKHU¶V
instructions in 
English.  
     
45. I am afraid 
others will 
disapprove of me 
when I do not do 
well in an English 
test. 
     
46. I feel nervous 
when I make 
mistakes in English 
class. 
     
47. I feel tense 
when the listening 
test is played once 
only 
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Anxiety   
Levels   
 
Anxiety 
Situations 
1  
Not  
At All 
2 
Slightly 
3 
Moderately 
4 
Very  
5 
Extremely 
48.  I feel 
comfortable when 
a native speaker of 
English comes to 
talk to me. 
     
49. I feel stressed 
when I take an oral 
test that requires 
spontaneous 
speech.  
     
50. I am afraid that 
I cannot finish my 
English test in 
time. 
     
51. I am afraid 
others will laugh at 
me whenever I 
speak English. 
     
52. I am afraid my 
teacher will pick on 
me when I do not 
pronounce English 
well.  
     
53. I start to panic 
when I cannot 
follow the pace of a 
listening test. 
     
54. I am confident I 
can understand 
what people say in 
English to me. 
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Anxiety 
Levels 
 
Anxiety 
Situations 
1  
Not  
At 
 All 
2 
Slightly 
3 
Moderately 
4 
Very  
5 
Extremely 
55. I get tense 
whenever I take an 
English test. 
     
56. I feel calm 
when I respond to 
P\WHDFKHU¶V
questions in 
English. 
     
57. I feel anxious 
when there are 
various types of 
questions in a 
listening test. 
     
58. I worry about 
what the other 
members think of 
me when I speak in 
a group discussion. 
     
59. I feel anxious 
when I have to 
immediately talk 
about the reading I 
have just finished.  
     
60. I am afraid my 
classmates will 
have a negative 
impression of me 
when I do not 
pronounce English 
well. 
     
        
Please turn to the next page for Part 3. 
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Part 3: Contact Information 
/DVWQDPH««««««««(Chinese/English)   
6XUQDPH«««««««« 
&ODVV«««««««« 
(PDLO««««««««««««««« 
Tel:...............................(Either email or phone number is fine.) 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 434 
 
(Mandarin) 
 
ӚՏᒃངޑᏢ׌ۂӳ 
 
    ךࢂҞ߻൩᠐ܭम୯ᒍ΍ᅇεᏢ௲ػᏢଣޑറγࣴزғǶך҅ଞჹѠ
᡼εᏢғӧ҅Ԅमᇟፐ୸ᕉნύ܌ౢғޑᏢಞขቾ຾ՉࣴزǶ೭໨ࣴز၂
კჹѠ᡼εᏢғӧд/Ӵॺमᇟፐ୸ύ܌ౢғϐमᇟᏢಞขቾޑٰྍǵቹ
ៜᆶჹځೀ౛БԄ฻ୢᚒ຾Չ௖زǶ೭ҽୢڔǴբࣁ೭໨ࣴزޑ໒ᆄǴת
ᄽ๱ߚதख़ाޑفՅǴ੝ձࢂӧΑှѠ᡼εᏢғӧमᇟፐ୸ύขቾޑ௃ნ
ᆶځขቾޑำࡋǶӢԜǴࣁΑֹԋך೽ϩޑࣴزǴךߚதሡाாޑڐշǶ
ୖᆶ༤ቪԜҽୢڔֹӄ௦ԾᜫڋǶฅԶǴӧ೭္ǴךགྷाႴᓰாୖᆶ೭໨
ࣴزǴӢࣁ೸ၸ೭ԛޑୖᆶǴாஒԖᐒ཮׳уΑှԾρमᇟᏢಞޑၸำǶ
ாޑᝊ຦ཀـஒ٬೭ԛޑࣴز׳уֹ᏾ᆶԖਏǶ 
 
གᖴாޑਔ໔ᆶୖᆶ 
 
ࣴزޣǺಷണ๔ 
ߞጃ 1Ǻttxcc20@nottingham.ac.uk 
ߞጃ 2Ǻhome0807@gmail.com 
ВයǺ2011ԃ 12Д 
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բเගҢǺ 
 
(1) ፎ٩Ᏽாவε΋ډҞ߻΢΋૓मЎ(᠋ǵᇥǵ᠐ǵቪ)ፐำޑ࿶ᡍٰჹ
ୢڔ္ ޑᚒҞ຾ՉբเǶ 
(2) ӧ༤ቪୢڔޑၸำύǴாஒၶډаΠΟᅿᚒࠠǺঁΓङඳၗ਑ǵᏢಞ
௃ნขቾำࡋǵᖄ๎ၗ਑Ƕ 
(3) ӧঁΓङඳၗ਑ޑ೽ϩǴாஒԖΜΎၰᚒሡाֹԋǶۛਔǴፎӧ፾྽
ޑӦБѺϭ܈ቪΠாޑเਢǶ 
(4) ௗΠ Ǵٰாஒ࿶ᐕϤΜၰᚒǶாஒჹ؂΋ᚒޑᏢಞ௃ნ଺Ȭขቾำࡋȭ
ޑᒧ᏷Ǵ1ǺȬ΋ᗺΨόȭǵ2ǺȬԖ΋ᗺȭǵ3ǺȬද೯ȭǵ4ǺȬߚதȭǵ5ǺȬཱུ
ࡋȭǶ 
(5) ೭ҽୢڔஒ޸΢ாεऊ 25ϩដѰѓޑਔ໔༤ቪǶ 
(6) ாޑ؂΋ঁเᙟ೿ஒჹୢڔ่݀ౢғቹៜǶӢԜǴӧாᛦҬୢڔ߻Ǵ
ፎӆ΋ԛዴᇡாςӣเୢڔ္ޑ؂΋ၰᚒǶ 
(7) ாޑᖄ๎ၗ਑ஒѝ೏Ԝࣴزޑࣴزޣ٬Ҕ٠ЪڙډߥஏǶ׳ख़ाӦǴ
ךஒ཮ࡐགᖴாǴӵ݀ாૈ୼੮Πாޑႝ၉܈ႝηߞጃᡣךаࡕૈ୼Бߡ
ᖄ๎ډாٰୖᆶ҂ٰёૈޑय़ፋǶ 
(8) നࡕǴፎ୍Ѹዴۓς᎙᠐ၸࣴزᙁϟǶӵ݀ாӕཀୖᆶԜࣴزǴΨፎ
ா୍Ѹዴᇡςᛝ࿿ӕཀਜǶ 
 
གᖴாǶ౜ӧǴாёаᙌډΠ΋।໒ۈ຾Չୢڔ༤ቪǶӵ݀ாӧ༤ቪၸύǴ 
ԖҺՖୢᚒǴፎόा࠼਻٠ᒿਔวୢ܈ᆶךᖄ๎Ƕ 
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ಃ΋೽ϩǺ 
1.1ङඳၗ਑ (ፎӧ፾྽ޑӦБѺϭ܈ቪΠாޑเਢ) 
1. ፎୢாޑ܄ձࢂǺ ɍت܄     ɍζ܄ 
2. ፎୢாҞ߻൩᠐ޑࣽسࢂǺ__________________ 
3. ፎୢாҞ߻ȬεΒमЎ(᠋/ᇥ/᠐/ቪ)ȭፐำޑಔձࢂǺ
__________________ 
4. ፎୢாࢂցමډၸमᇟس୯ৎǻ (хࡴਓၯǵၯᏢǵۚՐ) 
ɍࢂǴӭΦ?________     ɍց 
5. ፎୢாࢂցමӧमᇟس୯ৎ؃Ꮲǻ 
ɍࢂǴӭΦ?________     ɍց 
6. ፎୢாࢂց΢ၸѦᝤमᇟ௲ৣޑፐǻ 
ɍࢂǴӭΦ?________     ɍց 
7. ፎୢாႣයாεΒमЎፐำ(᠋/ᇥ/᠐/ቪ)ޑᏢԃѳ֡཮ᕇள൳ϩ? 
ɍ60ϩ܈аΠ ɍ61~70ϩ ɍ71~80ϩ ɍ81~90ϩ ɍ91ϩ܈а΢ 
8. ӧमᇟፐ୸ύǴፎୢாന഻៿ޑፐ୸ࢲ୏ኳԄࢂǻ 
    ɍ΋ঁΓ  ɍٿΓ΋ಔ  ɍΟΓа΢λಔ  ɍӄ੤΋ଆ 
9. ᄒԿҞ߻ࣁЗǴፎୢாςᏢၸ൳ԃमЎǻ ________ԃ 
10. ፎୢா޸ӭϿਔ໔ӧमᇟԾᏢ(ບᘐ)ύЈᏢಞǻ΋ঁᘶࡨѳ֡ __λਔ 
11. ፎୢாܫᏢࡕ޸ӭϿਔ໔ግಞमЎ? ΋ঁᘶࡨѳ֡________λਔ 
 
1.2मᇟᏢಞރݩϐᄊࡋ (ፎӧ፾྽ޑӦБѺϭ) 
1 =ߚதόӕཀ; 2 =όӕཀ; 3 =ؒཀـ; 4 =ӕཀ; 5 =ߚதӕཀ 
 1 2 3 4 5 
12. ךჹԾρޑमЎૈΚԖߞЈǶ 
     
13. ךԖᏢमЎޑၗ፦Ƕ 
     
14. ٬ҔमЎਔǴך཮ϟཀ൳Я؂΋ঁךҍޑᒱᇤǶ 
     
15. ךૈ୼ӧमᇟፐ୸ε೽ϩޑࢲ୏ύ߄౜ளόᒱǶ 
     
16. ᕴޑٰᇥǴךޑमЎૈΚК੤΢ޑӕᏢӳǶ 
     
17. ΢मЎፐਔǴך໼ӛܭಡ᠋Զόࢂ໒αวقǶ 
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ಃΒ೽ϩǺεᏢमᇟፐ୸Ꮲಞ௃ნϐขቾำࡋ (ፎӧ፾྽ޑӦБѺϭ) 
 
                       ขቾำࡋ 
 
मᇟፐ୸௃ნ 
΋ 
ᗺ 
Ψ 
ό 
Ʉ1  
Ԗ 
΋ 
ᗺ 
 
Ʉ2  
ද 
೯ 
 
 
Ʉ3  
ߚ 
த 
 
 
Ʉ4  
ཱུ 
ࡋ 
 
 
Ʉ5  
1.ӧमᇟፐ୸΢วقਔǴךჹԾρགډ 
ؒߞЈǶ 
 
 
    
2.΢मᇟፐਔǴךᏼЈҍᒱǶ 
 
     
3.΢मᇟፐਔǴ྽ךޕၰךջஒ೏Դৣћ
ଆٰวقਔǴך཮วםǶ 
 
 
    
4.྽ך᠋όᔉमЎԴৣӧᇥ٤ϙሶਔǴך
཮གډ্܂Ƕ 
 
 
    
5.྽ךѸ໪Ҕमᇟӧಔϣ૸ፕܿՋਔǴך
཮གډཉ஭Ƕ 
 
 
    
6.྽ךሡҔमᇟᆶךޑӕᏢᇥ၉ਔǴך཮
གډᆙ஭Ƕ 
 
 
    
7.྽ךޑӕᏢҔमᇟᆶךᇥ၉ਔǴך཮ག
ډขቾǶ 
 
 
    
8.ӧमᇟፐ୸΢ԵमЎਔǴךགډᇸ᚞Ծ
ӧǶ 
 
 
    
9.ӧमᇟፐ୸΢Ǵ྽ךؒ࿶ྗഢ൩ளวق
ਔǴך཮໒ۈགډ৮ཉǶ 
 
 
    
10.ך཮ᏼኁमᇟፐؒ೯ၸޑࡕ݀Ƕ 
 
     
11.ӧमᇟፐ୸΢Ǵ྽ךँฅב૶ךޕၰ
ޑܿՋਔǴך཮གډᆙ஭Ƕ 
 
 
    
12.ाךӧमᇟፐ୸΢Ь୏ӣเୢᚒǴך
཮གډόӳཀࡘǶ 
 
 
    
13.ၟमᇟࣁ҆ᇟޑΓγҬፋਔǴךགډ 
ԾӧǶ 
 
 
    
14.྽ךόܴқךޑमᇟԴৣӧޟ҅ךϙ
ሶਔǴך཮གډᏭඊǶ 
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                       ขቾำࡋ 
 
मᇟፐ୸௃ნ 
΋ 
ᗺ 
Ψ 
ό 
Ʉ1  
Ԗ 
΋ 
ᗺ 
 
Ʉ2  
ද 
೯ 
 
 
Ʉ3  
ߚ 
த 
 
 
Ʉ4  
ཱུ 
ࡋ 
 
 
Ʉ5  
15.΢मᇟፐਔǴջ٬ךςྗഢளࡐӳǴ
ךϝགډขቾ Ƕ 
 
 
    
16.ךགྷѐ΢मᇟፐǶ 
 
     
17.ךӧमᇟፐ୸΢วقޑਔংག᝺ԖԾ
ߞǶ 
 
 
    
18.ך্܂ךޑमᇟԴৣᒿਔྗഢޟ҅ך
܌ҍޑ؂΋ঁᒱᇤǶ 
 
 
    
19.ӧमᇟፐ୸΢Ǵ྽ך೏ᗺډଆٰวق
ਔǴך཮གډᆙ஭Ƕ 
 
 
    
20.ԵमЎ߻Ǵךຫፄಞຫགډష໶Ƕ 
 
     
21.྽ךҔमᇟᆶԴৣᇥ၉ਔǴך཮གډ 
ᆙ஭Ƕ 
 
 
    
22.྽Դৣೕۓӧमᇟፐ୸΢ѝૈᇥमᇟ
ਔǴך཮གډᓸΚǶ 
 
 
    
23. ӧӄ੤ځдӕᏢय़߻ᖱमᇟਔǴך཮ 
གډᜤࣁ௃Ƕ 
 
 
    
24.मᇟፐำ຾ՉளϼזаԿܭךᏼЈ཮
ၟό΢Ƕ 
 
 
    
25.ၟځдࣽҞޑፐ୸КଆٰǴमᇟፐᡣ
ךགډᆙ஭Ƕ 
 
 
    
26.ӧमᇟፐ୸΢วقਔǴך཮གډᆙ஭
ᆶష໶Ƕ 
 
 
    
27.ӧѐᏢਠ΢मᇟፐޑၡ΢Ǵך᝺ளԾ
ӧᆶѳᓉǶ 
 
 
    
28.྽ךؒ᠋ᔉमᇟԴৣ܌ᖱޑ؂΋ঁӷ
ਔǴך཮གډขቾǶ 
 
 
    
29.ᏢमЎѸ໪ᏢٗሶӭޑЎݤᡣךགډ
Ӟό੃Ƕ 
 
 
    
30.྽ךᇥमЎਔǴך্܂ځдޑӕᏢ཮ 
ઢךǶ 
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                       ขቾำࡋ 
 
मᇟፐ୸௃ნ 
΋ 
ᗺ 
Ψ 
ό 
Ʉ1  
Ԗ 
΋ 
ᗺ 
 
Ʉ2  
ද 
೯ 
 
 
Ʉ3  
ߚ 
த 
 
 
Ʉ4  
ཱུ 
ࡋ 
 
 
Ʉ5  
31.ၟमᇟ҆ᇟΓγӧ΋ଆਔǴך᝺ளᇸ
᚞ԾӧǶ 
 
 
    
32.྽मᇟԴৣୢډך٣Ӄؒྗഢډޑୢ
ᚒਔǴך཮གډᆙ஭Ƕ 
 
 
    
33.ך཮ᏼኁךޑमᇟԵ၂่݀ؒԖ຾
؁Ƕ 
 
 
    
34.؂྽ךޑमᇟԴৣޟ҅ךޑमᇟᒱᇤ
ਔ཮ᡣךགډόԾӧǶ 
 
 
    
35.΢मᇟፐਔǴջ٬ךόֹӄ᠋ᔉךޑ
मЎԴৣᖱޑܿՋǴךϝགډЈ௃ԾӧǶ 
 
 
 
    
36.྽मᇟ᠋ΚԵ၂္р౜ӭᅿόӕޑα
ॣਔǴך཮གډཉ஭Ƕ 
 
 
    
37.྽ך᠋όᔉमᇟԴৣޑୢᚒԶ๏ᒱเ
ਢਔǴךᏼЈԴৣ཮࡛ሶჹࡑךǶ 
 
 
    
38.྽ךޑαᇟԵ၂ࢂаȬrole playȭޑ
БԄ຾ՉਔǴך᝺ளᑫᏟǶ 
 
 
    
39.྽ךӧमᇟԵ၂ύၶډόዕ஼ޑൂӷ
ਔǴך཮གډขቾǶ 
 
 
    
40.ךයࡑѐ΢؂΋࿯मᇟፐǶ 
 
     
41.྽ךޑमЎԴৣҔमᇟᆶךᇥ၉ਔǴ
ך཮གډᆙ஭Ƕ 
 
 
    
42.྽मᇟԴৣᒿཀᗺӕᏢଆٰӣเୢᚒ
ਔǴך཮གډόޕ܌௛Ƕ 
 
 
    
43.྽ךޑमᇟᖱளόࢂࡐࢬճਔǴך཮
᝺ளҧᖍǶ 
 
 
    
44.ךགډԖߞЈ᠋ளᔉमЎԴৣҔӄम
ᇟ΢ޑፐǶ 
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                       ขቾำࡋ 
 
मᇟፐ୸௃ნ 
΋ 
ᗺ 
Ψ 
ό 
Ʉ1  
Ԗ 
΋ 
ᗺ 
 
Ʉ2  
ද 
೯ 
 
 
Ʉ3  
ߚ 
த 
 
 
Ʉ4  
ཱུ 
ࡋ 
 
 
Ʉ5  
45.྽ךमЎԵ၂ԵᕪਔǴך্܂ձΓ཮
࣮όଆךǶ 
 
 
    
46.྽ךӧमᇟፐ୸΢ҍमᇟᒱᇤਔǴך
཮གډᆙ஭όӼǶ 
 
 
    
47.྽᠋ΚԵ၂ޑϣ৒ѝኞܫ΋ԛਔǴך
གډཉ஭Ƕ 
 
 
    
48.྽Ԗ΋ঁमᇟࣁ҆ᇟޑΓγوၸٰᆶ
ךᇥ၉ਔǴךགډԾӧǶ 
 
 
    
49.྽αᇟԵ၂ा؃ךջৢᄽᖱਔǴך཮
གډᓸΚεǶ 
 
 
    
50.ך཮্܂ךคݤӧೕۓޑਔ໔ϣֹԋ
मᇟԵ၂Ƕ 
 
 
    
51.؂྽ךᖱमᇟਔǴך܂ձΓ཮ቍઢךǶ      
52.྽ךमᇟวॣؒวӳਔǴך܂ךޑम
ᇟԴৣ཮ࡷকךǶ 
 
 
    
53.྽ךၟό΢᠋ΚԵ၂ޑೲࡋਔǴך཮
໒ۈགډ৮ཉǶ 
 
 
    
54.ךԖߞЈ᠋ளᔉΓৎҔमᇟᇥޑ၉Ƕ      
55.؂྽ךԵमЎԵ၂ਔǴך཮གډขቾǶ      
56.྽ךҔमᇟӣเךޑमᇟԴৣୢޑୢ
ᚒਔǴךགډЈ௃ᙼᓉǶ 
 
 
    
57.྽᠋ΚԵ၂္р౜Ӛᅿόӕޑᚒࠠ
ਔǴך཮གډඌ৮Ƕ 
 
 
    
58.྽ךҔमᇟӧλಔ૸ፕ္วقਔǴך
཮ᏼЈځдޑಔ঩ჹךԖϙሶኬޑຑሽǶ 
 
 
    
59.྽ךѸ໪ଭ΢ҔमЎፋፕךখ᎙᠐ֹ
ޑЎകਔǴך཮གډขቾǶ 
     
60.྽ךमᇟวॣؒԖวӳਔǴך্܂ך
ޑӕᏢ཮ჹך੮ΠόӳޑӑຝǶ 
     
ୢڔۘ҂่״ǴፎᙌԿΠ΋।Ǵ༤ቪாޑᖄ๎ၗ਑ǴགৱǼ 
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ಃΟ೽ϩ: ঁΓ/ᖄᛠၗ਑ 
Note. ፎୖ࣮΢य़Ȭගᒬ (7)ȭ੮ΠঁΓၗ਑ޑচӢǶϐࡕޑय़ፋǴஒႣ
ीӧ 2012ԃޑѤД໔໒ۈ຾ՉǶӵ݀ۛਔሡाாޑڐշǴךஒаா܌੮
Πޑᖄ๎БԄᆶாᖄᛠǶᖴᖴǼ 
 
1.ۉӜǺ_______________ (ύमЎࣣё) 
2.੤ભǺ_______________ (ࣽس੤ભ) 
3.ߞጃǺ___________________________ 
  ЋᐒǺ___________________________ (ፎ٩ྣாޑཀᜫ੮Πߞጃ܈Ћ
ᐒ) 
4.ε஑मᔠԋᕮ: _______________ (аന߈ޑ΋ԛࣁ٩Ᏽ) 
 
೭ҽୢڔډԜ่״Ǽགᖴாޑਔ໔ᆶୖᆶǶாޑเᙟǴхࡴঁΓᖄᛠ  
ךஒᅰך܌ૈ଺ډߥஏπբǴ٠ዴߥாගٮޑ܌Ԗၗ਑ѝ཮Ҕӧ೭໨  
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Appendix 3  
Participation consent from (student interview) 
 
Project Title: Learner Anxiety and EFL Learning: A Study of Tertiary  
6WXGHQWV¶ and 7HDFKHUV¶ Perceptions in Taiwan 
5HVHDUFKHU¶V1DPH Chieh-Hsiang Chuang  
6XSHUYLVRUV¶QDPHV Dr. Barbara Sinclair & Dr. Max Biddulph 
z I have read the Research Information Sheet and the nature and 
purpose of the research project has been explained to me. I 
understand and agree to take part.  
z I understand the purpose of the research project and my 
involvement in it. 
z I understand that I may withdraw from the research project at any 
stage and that this will not affect my status now or in the future.  
z I understand that while information gained during the study may be 
published, I will not be identified and my personal results will remain 
confidential.  
z I understand I will be audio-taped during the interview.  
z I understand that interview data will be securely stored in forms of 
hard and electronic copies of transcripts. All information collected 
during interviews will only be accessed and viewed by the researcher, 
and his supervisors if requested, and remain strictly confidential. 
z I understand that I may contact the researcher and supervisors if I 
require further information about the research, and that I may 
contact the Research Ethics Coordinator of the School of Education, 
University of Nottingham, if I wish to make a complaint relating to my 
involvements in the research  
 
6LJQHG««««««««««««««««UHVHDUFKSDUWLFLSDQW 
3ULQW1DPH«««««««««««««« 
Date: ««««««««««««««« 
Contact Details 
Researcher: Chieh-Hsiang Chuang (0911-12xxxx;       
ttxcc20@nottingham.ac.uk) 
Supervisors: Dr. Barbara Sinclair (barbara.sinclair@nottingham.ac.uk) 
               Dr. Max Biddulph (max.biddulph@nottingham.ac.uk) 
School of Education Research Ethics Coordinator: 
educationresearchethics@nottingham.ac.uk 
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Appendix 4 
Interview protocol (students) 
 
Part 1 
1. How long have you been learning English so far? 
2. How do you feel about learning English? 
3. What are the differences between learning English in high school 
and learning English now? 
 4. What level of English would you expect yourself to achieve at the 
end of your college life? Why? 
Part 2 
1. How would you describe your own behaviours and feelings when in 
your current English classroom?  
2. Who affects you the most emotionally when learning or using 
English? Why? 
- Your English teacher, your classmates or native speakers?  
 
3.  In terms of English Language Proficiency Level, who do you think 
may get anxious more easily? Why? 
4. Do you have any experience of being taught English by native 
speakers? 
- Yes: could you tell me if there are any differences in being taught by 
a Taiwanese English teacher and native-speaking English teacher?  
What? Which one do you like? Æ 4.1 
- No: 4.1 
 
4.1 To what extent do you think that having had experiences of 
LQWHUDFWLQJZLWKQDWLYHVSHDNHUVPLJKWDIIHFWVWXGHQWV¶HPRWLRQVZKHQ
they are faced with various English classroom situations and activities? 
How? 
 
5. How would you say those reacting to English classroom situations or 
activities more negatively perceive themselves (in such aspects as 
English ability, performance, or attitudes toward self)? How do you 
think such feelings about the self and levels of anxiety are related? 
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Would you please read through your questionnaire again? 
The interview will continue after you have finished. 
 
6. After reading through your own questionnaire, is there any 
classroom situation bothering you which you particularly want to 
share with me and tell me why you have that anxious emotion in that 
situation? (What would you say about the sources of your anxiety 
about learning English?) 
 
7. Apart from the situations in the questionnaire, is there any other 
situation that makes you anxious which you would like to mention in 
this interview? 
 
8. To what extent do you think the sources of your anxiety might be 
related to your past learning experience or life experience? How are 
they related? 
 
9. When you feel anxious in classroom activities, do you feel any 
changes going on inside or outside your body? 
- How about your learning achievement? 
- How about your language use 
(e.g.content/structure/completeness)? 
- How about your interactions with your classmates or teachers or the 
environment? 
- How about your perception/concept of self in learning English? 
- Is there still any other effect you particularly want to share with me? 
 
10. When you feel anxious in the learning context, do you do anything 
to make yourself feel better? (You may explain this Q by referring to 
your questionnaire.) 
Yes² What? Why? Where does this strategy come from? How effective 
is it? 
No² Why? 
 
11. Overall, how do you see the atmosphere of your English classroom? 
To what extent do you think it should change? How? Why? 
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Part3 
12. This almost the end of our interview. We have discussed some 
relevant issues to your anxiety about learning English in your 
FODVVURRP %HIRUH , WXUQ RII P\ UHFRUGHU LV WKHUH DQ\WKLQJ ZH¶YH
missed that you would like to talk about? 
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Appendix 5  
Participation consent form (teacher interivew) 
 
Project Title: Learner anxiety and EFL Learning: A Study of Tertiary  
6WXGHQWV¶ and 7HDFKHUV¶ Perceptions in Taiwan 
5HVHDUFKHU¶V1DPH Chieh-Hsiang Chuang 
6XSHUYLVRUV¶QDPHV Dr. Barbara Sinclair & Dr. Max Biddulph 
z I have read the Research Information Sheet and the nature and 
purpose of the research project has been explained to me. I 
understand and agree to take part.  
z I understand the purpose of the research project and my 
involvement in it. 
z I understand that I may withdraw from the research at any stage and 
that this will not affect my status now or in the future.  
z I understand that while information gained during the study may be 
published, I will not be identified and my personal results will remain 
confidential.  
z I understand I will be audio-taped during the interview.  
z I understand that interview data will be securely stored in forms of 
hard and electronic copies of transcripts. All information collected 
during interviews will only be accessed and viewed by the researcher, 
and his supervisors if requested, and remain strictly confidential. 
z I understand that I may contact the researcher and supervisors if I 
require further information about the research, and that I may 
contact the Research Ethics Coordinator of the School of Education, 
University of Nottingham, if I wish to make a complaint relating to my 
involvements in the research  
6LJQHG««««««««««««««««««««««UHVHDUFK
participant) 
3ULQW1DPH«««««««««««««««««««
'DWH««««««««««««««« 
Contact Details 
Researcher: Chieh-Hsiang Chuang (0911-12xxxx; 
ttxcc20@nottingham.ac.uk) 
Supervisors: Dr. Barbara Sinclair (barbara.sinclair@nottingham.ac.uk) 
               Dr. Max Biddulph (max.biddulph@nottingham.ac.uk) 
School of Education Research Ethics Coordinator: 
educationresearchethics@nottingham.ac.uk 
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Appendix 6  
Interview protocol (teachers) 
 
1.  How long have you been teaching English so far?  
What brought you to English teaching? 
 
2. In addition to college students, have you ever taught learners of 
English in other education levels?  
What are the differences and challenges?  
 
3.  +RZGR\RXWKLQNHPRWLRQDOUHDFWLRQVPD\LQIOXHQFHVWXGHQW¶V
English learning? 
 
4. At college level, what English level of learners would you expect to 
have more evident anxious feelings? Why? 
 
5. What concept of self have you found from the students who have 
anxious reactions to English classroom situations/activities?  
What kind of connection would you say those concepts of self and 
English learning anxiety have? Please explain.  
 
6. What role do you think anxiety plays in a college English classroom? 
 
7. What classroom situations/activities do you think are 
anxiety-provoking for college students? 
 
8. :KHUHGR\RXWKLQNFROOHJHVWXGHQWV¶DQ[LHW\DERXWOHDUQLQJ(QJOLVK
comes from? 
 
9. Are you aware of how anxiety manifests itself in those who are 
feeling anxious? (What evidence of anxiety have you noticed in 
learners of English in college level?) 
 
10. Do you try to help students reduce learning anxiety in the English 
classroom? 
YES²What? Why? How? How effective is it? NO²Why not? 
 
11. ,VWKHUHDQ\WKLQJZH¶YHPLVVHGWKDW\RXZRXOGOLNHWRVKDUH" 
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Appendix 7  
Themes generated from English majors¶ data 
Aspects 
(of anxiety)  
Situation  Source Effect Coping 
strategy 
 
T
h
e
m
e
s
 
  
1. Learning in 
class: 
unpredictability 
1. Academic 
expectations 
of themselves 
1. Cognitive 
processing 
dysfunction 
1. Gaining 
support 
from 
others 
2. Learning 
English in a 
formal 
classroom  
2. Inadequate 
English ability 
2. Being 
propelled to 
work harder 
2. Relax- 
ation 
techniques 
3. 
Communication 
apprehension 
with more 
advanced 
speakers of 
English 
3.  
Concern  
about peers¶ 
judgments 
3. Classroom 
dynamics: 
Avoidance 
3. Readi- 
ness for 
activities 
4. Exposure in 
class 
4. Teacher¶s 
teaching style 
4. Poor 
speaking 
performance 
 
5. Working with 
others different 
from me 
5. Concern 
about 
teacher¶s 
judgments 
5. Alteration of 
psychophysical 
conditions 
6. Teacher 
interventions 
 
6. Negative 
self-perception 
of L2 learning 
6. Self- 
disapproving 
thoughts 
 7. Individual 
differences: 
learning  
behaviors 
 
8. Personal 
issues about 
learning 
9. Parental 
pressure 
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Appendix 8 Themes generated from non-majors¶ data 
Aspects 
 (of anxiety) 
Situation Source Effect Coping 
strategy 
 
T
h
e
m
e
s
 
  
1. Learning in 
class: 
unpredictability 
1. Personal 
issues about 
learning 
1. Self- 
deprecating 
thoughts 
1. Relaxation 
techniques 
2. Exposure in 
class 
2. Negative 
self-perception 
of L2 learning 
2. Cognitive 
processing 
dysfunction 
2. Readi- 
ness for 
activities 
3. Learning 
English in a 
formal 
classroom 
3. Concern 
about  
teacher¶s 
judgments 
3. Poor speaking 
performance 
3. 
Confronting 
anxious 
situations 
4. 
Communication 
apprehension 
with more 
advanced 
speakers of 
English 
4. Concern 
about peers¶ 
judgments 
4. Alteration of 
psychophysical 
conditions 
4. Gaining 
support from 
others 
5. 
Communication 
apprehension 
with classmates 
5. Inadequate 
English ability 
5. Being propelled 
to work hard 
 
6. Teacher¶s 
intervention 
6. Teacher¶s 
teaching 
behavior 
6. Classroom 
dynamics: 
avoidance 
 7. Individual 
differences: 
learning 
behaviors 
 
8. Academic 
expectations of 
themselves 
9.Uncooperative 
group members 
10. Class size 
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Appendix 9  
Themes generated from English majors¶ teachers¶ data 
 
 
Aspects 
(of anxiety) 
 
Situation 
 
Source  
 
Effect 
Coping 
strategy for 
student 
anxiety 
 
T
h
e
m
e
s
 
1. Learning 
English in a 
formal 
classroom 
1. Poor 
relationship 
between 
group 
members 
1. Classroom 
dynamics: 
avoidance 
1. Making 
students 
ready for the 
tasks/ 
challenges 
2. Exposure in 
class  
2. Personal 
issues about 
leaning 
2. Poor 
speaking 
performance 
 
2. 
Establishing 
a positive 
relationship  
3. Teacher 
interventions 
3. Negative 
self-perception 
of L2 learning 
3. Alteration 
of psycho- 
physical 
conditions 
3. Counseling 
4. Learning in 
class: 
unpredict- 
ability 
4. Concern 
about peers¶ 
judgments 
4. Cognitive 
processing 
dysfunction 
4. Trying to 
inhibit 
student¶s 
negative 
emotions  
 5. Concern 
about 
teacher¶s 
judgments 
5. Being 
propelled to 
work harder 
5. Giving 
students 
control 
  
6. 
Inadequate 
English 
ability 
7. Academic 
expectations 
of themselves 
8. Task/test 
design 
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Appendix 10  
Themes generated from non-majors¶ teachers¶ data 
 
 
Aspects 
(of anxiety) 
 
Situation  
 
Source 
 
Effect 
Coping 
strategy for 
student 
anxiety 
 
T
h
e
m
e
s
 
1. Learning 
English in a 
formal 
classroom 
1. Concern 
about peers¶ 
judgments 
1. Poor 
speaking 
performance 
1. Motivating 
via rewarding 
scores 
2. Learning in 
class: 
unpredict- 
ability 
2. Negative 
self- 
Perception of  
L2 learning 
2. Classroom 
dynamics: 
avoidance 
2. Making 
students 
ready for the 
tasks/ 
Challenges 
3. Exposure in 
class 
3. Inadequate 
English ability 
3. Alternation 
of psycho- 
physical 
conditions 
3. Counseling 
4. Teacher 
interventions 
4. Poor 
relationship 
between 
group 
members 
4. Cognitive 
processing 
dysfunction 
4. Establishing 
a positive 
relationship  
 5. Personal 
issues about 
learning 
5. Being 
propelled to 
work harder 
5. Trying to 
inhibit 
students¶ 
negative 
emotions  
6. Concern 
about 
teacher¶s 
judgments 
6. Self- 
disapproving 
thoughts 
6. Making 
use of peer 
influence 7. Academic 
expectations 
of themselves 
 7. Giving 
students 
control 
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Appendix 11 Students¶ sample transcript (Mandarin) 
 
R: ךགྷाୢգ΋Π൩ࢂᇥգډҞ߻ࣁЗ൩ࢂमЎεཷᏢΑ൳ԃ 
NE03: ΐԃ 
R: εཷࢂவ 
NE03: λϤ 
R: λϤ໒ۈ ok ٗ൩ࢂᇥգډ౜ գᏢमЎډ౜ӧ ٗգჹᏢमЎԖϙሶाޑ
གڙ ೭ҹ٣௃ 
NE03: ൩ࢂӳႽᡂԋࢂѸाᏢփ ൩ࢂ൩཮΋ޔᏢΠѐߓ ൩ࢂག᝺؂΋ঁᕉ
ნ೿ሡामЎ ฅࡕ൩཮ ൩ᗋࢂգޕၰ൩ӳႽࢂѸा൩ा΋ޔᏢ೭ኬη 
R: ٗ൩գঁΓԾρޑЈ௃གڙګ ൩ࢂᇥჹᏢमЎ೭ҹ٣஥๏գϙሶኬޑ 
NE03: ൩Ψό௨Ѿओ  
R: ok ό௨Ѿࢂᇥό཮૸Ⴧд༏ 
NE03: ჹ ό૸Ⴧ  
R: ٗգ᝺ள ႽᇥךॺፋКၨௗ߈ޑਔ໔ޑमЎፐӳΑ ൩Ⴝᇥ Ӣࣁգ౜ӧε
Βߓ ٗգᔈ၀ჹଯύޑፐำᔈ၀ᗋ ൩ࢂमЎፐᔈ၀ᗋ૶ள((Laugh))൩ࢂό
཮ᚆளϼᇻ 
NE03: ёࢂ൩ךॺଯύԴৣдࢂံಞ੤ޑԴৣ܌ад௲ޑ൩ࢂࡐ ൩ࢂག᝺ό
ࢂࡐ҅ԄޑٗᅿमЎ ܌аךॺᗋࢂ฻ܭ൩ࢂ೿Ծρۺ೭ኬ 
R: ഽ ok ٗգ᝺ள൩ࢂᇥգଯύ΢ޑमЎፐၟεᏢ΢ޑमЎፐำԖϙሶ գ᝺
ளԖϙሶৡձߓ 
NE03: Ӣࣁךॺଯύᒧޑٗ٤ፐӳႽКၨᙁൂ ൩ࡐᙁൂ ܌а൩ਥҁΨؒᏢ
ډϙሶ ฅࡕ΢εᏢϐࡕϸԶ൩ࢂךॺԴৣ๏ޑ ൩ࢂε΋ٗঁԴৣ๏ޑൂӷ൩
Кၨᜤ ჹ ൩ག᝺КၨӞΚ೭ኬ 
R: ٗգখωᖱᇥଯύ΢ޑКၨ ᇥҔޑፐҁКၨᙁൂ ࢂ΋૓ᏢਠҔޑፐҁ༏ 
NE03: ӳႽΨࢂᏢਠҔޑፐҁёࢂ൩ךॺᒧ ൩όޕၰࣁϙሶךॺᏢਠᒧٗ΋
٤൩ࢂࡐᙁൂޑ 
R: ൩ࢂٗঁрހޗ༏ 
NE03: ჹ ൩ࢂКၨࡐᙁൂ 
R: ok ٗԴৣޑ௲ݤګ ൩ࢂᇥգ᝺ளεᏢၟଯύ 
NE03: ഽ գᇥଯύၟεᏢ(.)൩ଯύԴৣ൩ࢂКၨڋԄӧ΢ፐߓ ჹ εᏢ൩ࢂ
ံкܿՋ੿ޑࡐӭ ൩ࢂε΋ޑٗঁԴৣ ჹ 
R: ٗႽᇥଯύ཮Ԗϙሶፐ୸ࢲ୏༏ᗋࢂ 
NE03: Ӣࣁךॺ൩ࢂ ךࢂᓓ໯ࣽ܌ад཮ऀක൩ࢂᓓ໯ޑܿՋ೭ኬη ฅࡕ
εᏢ൩ؒԖ ൩ࢂࡪྣፐҁ ൩ࢂፐҁ΢ϙሶ൩΢ϙሶ Кၨό཮ԖፐѦࢲ୏ 
R: գᇥଯύ༏ 
NE03: ଯύࢂ൩཮ऀක΋٤ךॺ஑཰ࣽҞޑܿՋ ฅࡕεᏢ൩ࢂ εৎ൩ࢂޔ
ௗҔϙሶፐҁߓ܌а൩ࢂКၨ ൩ࢂࡪྣፐҁ΢ፐ೭ኬ 
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(English) 
 
R: I want to ask you how long you have been learning English so far. 
NE03: Nine years 
R: since when? 
NE03: Grade six 
R: Since grade six. Ok. Because you have been learning English for  
some years, what do you feel about learning English itself? 
NE03: It seems that English has become something I need to learn. I 
mean I will keep learning, and I feel that English is needed in every 
context. That is, still, you know, it seems necessary to keep learning it.  
R: How about your own personal feelings? I mean, what influence 
does learning English have on you emotionally? 
NE03: I have no objection to it.  
R: Ok. Is no objection equal to no hate? 
NE03: Yes, no hate.  
R: Do you think (.) Ok, let¶s talk about your prior English class. Like (.) 
Because you are now in the second year, you should still have some 
memory of your English class in senior high school, right? I mean it 
was not that long time ago.   
NE03: Our high school English teacher was from a supplementary 
school, so his teaching was not very (.) I mean the English taught felt 
not the very formal kind. Thus, we still studied it on our own basically. 
R: Ok. Do you perceive any differences between English class in high 
school and that at university?  
NE03: Because the textbooks chosen by our high school seemed to be 
easier, we had not really learnt something. However, after entering the 
university, the contents taught by the teachers (.) The vocabulary 
taught by the teacher in the first year was more difficult. Yes, I found 
learning a bit more strenuous.  
R: You just said that the content in high school was more (.) You said 
that the textbooks used were easier. Are they the ones generally used? 
NE03: They seemed to be also used by some other schools. However, 
we just chose (.) I do not know why our school chose those easy (.) 
R: You mean publisher? 
NE03: Yes, they were relatively easy.  
R: Ok. How about the teacherV¶ teaching methods, i.e. between high 
school and university? 
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NE03: You said high school and university (.) The teachers in high 
school took the standardized approach to teaching English. However, 
the teachers at university, especially the teacher in the first year, did 
provide students with much more knowledge.  
R: Did you have any classroom activities in senior high school? 
NE03: Because we were (.) I was tourism major, so the teacher would 
add in some tourism-related content. However, this does not happen 
at university. The teaching is only based on the textbook. That is, the 
teacher teaches us by following the content in the book. We do not 
seem to have classroom activities.  
R: You mean high school? 
NE03: In high school, the teacher would add in our own major-related 
content. However, at university, the teacher just relies on the textbook, 
so it is more (.) The teaching is based on the content in the textbook.  
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$SSHQGL[7HDFKHUV¶sample transcript (Mandarin) 
 
R: ԴৣգډҞ߻मЎ௲ӭΦΑ 
ET05: ΒΜ൳ԃ ा࡛ሶᆉ ᆉ௲εᏢ༏  
R: ό΋ۓ ൩ࢂᇥ 
ET05: ഽ ٗΦ៷ ࡐΦ வεᏢ౥཰փ வεᏢ౥཰ ନΑύ໔Οԃӧऍ୯ ځд
ਔ໔೿ӧ௲ ೭ኬ൳ԃୟ εᏢ౥཰ ךϞԃϖΜΟྃ ךεᏢ౥཰൳ԃ ᆉΒΜΟ
ӳΑ ٗ೭ኬ൳ԃ ΟΜԃഽ ৡόӭ ΟΜԃ 
R: ٗԴৣࣁϙሶ཮གྷा଺೭ҽπբ ൩ࢂᇥमᇟ௲Ꮲޑπբ 
ET05: Ӣࣁ഻៿௲Ꮲୟ ഻៿मЎ ഻៿मЎ enjoy teaching೭ኬ  
R: ٗࢂவεᏢ൩ 
ET05: வа߻൩഻៿௲Ꮲ೭ҹ٣ ӢࣁךݿݿࢂԴৣ εཷԸᔶҞฅփ  
R: ٗԴৣନΑ౜ӧ௲εᏢޑаѦ ᗋԖؒԖҬၸځдԃសቫޑ 
ET05: Ԗٿঁৎ௲ ฅࡕךԖ௲ၸࡐӭᅿձޑ ךନΑӧᏢਠ္य़௲ ך௲ၸࡐ
ӭձޑ ϦљՉဦޑ ϙሶޜύεᏢޑ ϙሶopen universityޑ୚ ܈ࢂsome 
companiesޑtraining୚ ѱࡹ۬ޑ  
R: ฅࡕλ࠸ηޑ ଯύԖ༏ 
ET05: government λܻ϶ޑ  
R: ύᏢޑԖ༏  
ET05: ࢂѝ౜ӧ༏ᗋࢂа߻ 
R: ؒԖ а߻ 
ET05: а߻ࢂவλᏢ໒ۈ௲ଆ ךΨ௲ၸံಞ੤ қϺ΢੤ఁ΢௲ံಞ੤ ᗋԖ
௲ৎ௲ ฅࡕံಞ੤cram school ӳӭԃഽ р୯߻ р୯ࡕӣٰך൩ؒԖ௲ံ
ಞ੤Α ӢࣁԖৎ௲୯ύғଯύғλᏢғ೿Ԗ ௢ቶ௲ػ ႝߞֽ ႝߞϦљ ύ୯
ҡݨ ϯᏢϦљ Ѡႝ ޜε ύ୯୯ሞ୘ሌ ाགྷଆٰ ёૈᗋԖࡐӭב૶Α ᗋԖ
ѱࡹ۬ޑ ΋ޔډϞԃ೿ᗋԖ௲ډѱࡹ۬ޑ ךࡐ഻៿௲೭٤όϼ΋ኬޑܿՋ 
R: ܌аԴৣε೽ҽᔈ၀ ௲Кၨӭޑᔈ၀ࢂԋΓޑփ ൩ࢂᇥКٯ΢୚ 
ET05: ჹ୚ ౜ӧ୚ ೭൳ԃ ԐයКၨӭλ࠸ Кၨλޑ 
R: ٗԴৣգӧ௲λ࠸ၟεΓޑमЎޑਔংԖؒԖၶډ΋٤ࡷᏯୟ 
ET05: ࡷᏯ྽ฅ೿ࢂόӕୟ λ࠸գ൩ाႽλ࠸ୟ  
R: ࡛ሶᇥ 
ET05: Ӣࣁ྽εΓ྽ᄍΑ ό཮྽λ࠸Αୟ ܌аၟλ࠸ᖱ၉БԄၟၟεΓᖱ၉
БԄ൩཮όӕ ٗεΓ೯தКၨᆙ஭ ך഻៿௲߃ભޑεΓ ൩ࢂٗঁमЎำࡋК
ၨৡޑ ाКၨؒԖӼӄགޑ ൩Ѐځࢂ߃ભbeginners дॺ۶Ԝᕉნޑढ़ғౢ
ғόӼޑག᝺೭ᅿޑӧ߃ભ཮ߚதӭ ך᝺ளךࢂࡐ፾ӝ௲೭ኬޑΓ  
R: ٗࢂϙሶኬޑচӢ൩ࢂԴৣ཮᝺ளգԾρКၨ 
ET05: ךΨόޕၰ ёૈᇶᏤࢲ୏ୖуӭΑփ όޕၰ ך᝺ளךٗ೽ҽࡐ৒ܰ
handle ჹךࡐᙁൂ ฅࡕ΋Πηεཷٿঁᘶࡨϐϣ дॺ൩ϕ࣬཮ߚதዕ஼  
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(English) 
 
R: How long have you been teaching English so far? 
ET05: More than 20 years. How do you calculate the years? Only at 
university? 
R: Not necessarily so. I mean (.) 
ET05: Ok, then it is long, very long. I have been teaching English since 
I graduated from the university. Except for three years in the US, I 
have spent the rest of the time teaching. So, how many years in total? 
After graduating from the university, I am now 53 years old, how 
many years has it been since I graduated from the university? Lets¶ 
make it 23 years. So, how many years? It is 30 years.  
R: What brought you to this job? I mean English teaching.  
ET05: It is because I like teaching and English. I like English and enjoy 
teaching.  
R: So, since you studied at university (.) 
ET05: I have been enjoying teaching because my dad was a teacher. 
I think it is probably because I was imperceptibly influenced by him. 
R: Except university students, have you ever taught students of other 
ages? 
ET05: I had two one-to-one tutoring jobs. I also had experiences with 
many different kinds of students. Except the experience in schools, I 
had other experiences with employees of a company and the city 
government, students of Open University, or in some companies¶ 
training sessions. 
R: And children. How about senior high school?  
ET05: government and children  
R: How about high school? 
ET05: You mean now or in the past? 
R: In the past 
ET05: I first taught in a primary school. I also taught in cram schools. 
I worked in the morning and taught in a cram school in the evening. I 
also had the experience of being a tutor and taught in cram schools. I 
had taught in these for many years before I went abroad. After coming 
back, I did not carry on my teaching in cram schools. I tutored both 
primary and secondary school students. I also had students from a 
continuing education center, Taiwan Telecom, CPC corporation, Taiwan 
power company, and Mega Bank. There may be still many forgotten. I 
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also had students from city government, and I am still teaching them 
this year. I really like to teach these different kinds of people. 
R: So, the people you have taught mostly should be adults. I mean in 
terms of percentage. 
ET05: Yes, nowadays, the recent years. I taught children more in the 
earlier stage of my teaching career.  
R: Have you ever encountered any challenges when teaching children 
and adults? 
ET05: The challenges are, of course, different. When teaching 
children, I need to be like kids.  
R: Why? 
ET05: Because I am used to being an adult, I do not know how to be 
a kid. The way of talking to kids would be different from to adults. 
Adults are normally more nervous. I like to teach elementary level 
adult learners, i.e. with lower English competence and sense of 
security. Especially the beginners, it is quite normal to see people 
unfamiliar with the environment feel less secure. There are many of 
this kind in the elementary level class. I find myself quite suitable for 
teaching these people. 
R: What makes you think that you are suitable for this? 
ET05: I do not know. I think it is because I have attended many 
counseling activities myself. I do not know. I find myself handle that 
part very easily. Within two weeks, they would know each other well.  
 
 
